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ABSTRACT 

This book describes the state of special education 
for students with mental disabilities in Pakistan and attempts to 
introduce beginning teachers to special education practice. The 
general nature and causes of mental disabilities are discussed, 
including emotional problems, generic factors, and brain damage. 
Teaching methods are described, stressing developmental sequences, 
the importance of play, the need to guarantee appropriate basic 
services, motivation and reward, and chaining. Principles of 
communicative development are explored, including speech and sentence 
structure, word decoding, signs and symbols, and reading and 
prereading skills. General principles for teaching counting and 
arithmetic are discussed. Daily living skills are addressed, 
including feeding, personal hygiene, and the importance of family 
involvement. General guidelines for teaching art, music, and food 
preparation are provided, as are principles for education centered 
around movement, drama, and field trips. Several chapters are devoted 
to problem behavior and behavior management. Appendices include 
guidelines for normal development, record keeping, and equipment and 
a list of approximately 40 useful resources including the addresses 
of publishers who carry relevant catalogues. (PB) 
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FOREWORD 



Professor Peter Mittler 

Past President. International League of 

Societies for Persons with Mental Handicap. 

This book comes out of many years of classroom experience of planning 
ani providing for the day to day needs of children v-,th — « 
difficulties. Although the book is based mainly on experience m the North 
Wes Frontier Province of Pakistan, the principles and practices tha tare 
Jescrib^d are applicable in any ccontry in which schools can be established 
and in which teachers can be found to apply them. 

Christine Miles's basic assumption is now increasingly accepted, "^"'^"yj.*;^^ 
an chidre:, with learning difficulties can be helped to develop th-r ^...s^ 
abilities and personalities, no matter how impaired they ^^"^ °' 
Umited their level of development. Of course, there must be limits to what 
be achieved but the limits lie not only in the child but in our abili y to 
teach If the child fails to learn or develop, we do not blame the child or 
the family. Instead, we need to ask how we can modify our approach to 
match our teaching to the child's unique needs. Special education has no 
place for formulas'and prescriptions. We need to rethink everything we have 
learned in the light of the child in front of us. 

This book provides an excellent guide to practice. It describes mental 
handicap clearly but without undue simplification and addresses some of the 
iTa^or fears and superstitions surrounding the subject. It ^^^^ 
children with learning difficulties can be assessed using s.mphB though 
detailed developmental checklists and how assessment can be linked to the 
planning of a realistic teaching programme. The book .s particularly helpful 
in sJo^iog how speech, language and communication skills can be taught and 
Ls^°n Teal lifT settings. It also addresses the needs of children whose 
dffncl behaviour challenges our ability and willingness to th^r needs^ 

But the positive message of this book is in stark contrast to the realities 
of day to day provision for children with learning difficulties n many 
countries where perhaps one handicapped child in a hundred attends a 
school of any kind. A recent UNESCO survey does suggest that more 
governments are beginning to accept re^onsibil.ty for education of 

?hese children and that Ministries of Education (not Health or Social 
Welfare) are trying to improve provision, often by supporting voluntary 
organisations rather than by opening state schools to the children. 
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But Kfhat are the prospects of children such as those described in this 
book being accepted and taught in ordinary schools ? Studies in Pakistan 
and elsewhere suggest that a surprising number of children with disabilities 
of various kinds are found in ordinary schools - because they are local 
children and because their families have simply taken them and they have 
been accepted. Such 'casual integration' may be commoner than official 
statistics indicate but it is nothing like enough. 

One way forward would be for teachers with the skills and experiences 
called for in this book to come out of their special schools and support 
their fellow teachers in ordinary schools in offering integrated education to 
many more children with learning difficulties. How can this be done 7 
Teachers with these skills are so scarce that the temptation to 
concentrate them in one special school is hard to resist. Nevertheless, this 
model is being followed with increasing success. More special schools are 
developing links with neighbouring ordinary schools for at least part of 
each week, with children spending increasing periods of time with their 
teachers in ordinary classes. 

These experiences extend the horizons of teachers and children in both 
schools, changing attitudes and raising expectations. Sometimes, these 
contacts lead to an individual child being considered for a full time place 
in an ordinary school, in the knowledge that professional support and advice 
are not far away. Another approach is to establish one or more special 
classes in the ordinary school; these follow their own curriculum but can 
become the springboard for increasing periods of integration in ordinary 
classes. Such experiments are then much easier, since support for the child 
and the teacher are close at hand. 

This book shows how the special needs of children with learning difficulties 
can be met. In order t.. do this, a 'special curriculum' may be necessary 
concentrating on the teaching of skills and abilities which other children 
learn without formal teaching. But integration into an ordinary school 
involves some degree of access to the curriculum being followed by the rest 
of the school. Such a curriculum is often .centrally prescribed and not 
necessarily relevant to the needs of children with severe impairments. 
Special schools m Britain are for the first time confronting the challenge 
of integrating their existing curriculum and the child's individual educational 
plan with the new National Curriculum, with its prescribed attainment 
targets and national assessment arrangements. They are determined to avoid 
seeing their children excluded and disenfranchised. 



Horn can progress be made towards securing access to education for 
children with learning difficulties ? One may is through impressive evidence 
that they can learn, such as is provided in this book. 

Another route is through parental insistence on the rights of their children 
to attend ordinary schools- When parents are brought into a real 
partnership with teachers, when they are treated with respect and dignity 
as the experts they are, and when they are given opportunities to help their 
child to learn, the foundations for community acceptance c -1 integration 
will have been laid. The real challenge begins once the child has left school. 



Centre for Educational Guidance & Special Needs 
The University, Manchester 
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RREIPACE TO THE FIRST lEDITIOM 



Books on many aspects of Special Education are available in Europe and 
North America, but very few give a broad and practical base for trainee 
special teachers. Even fewer have been written in Middle Eastern and Asian 
countries with local cultural and educational conditions in mind. 

The present manual was written by demand of trainee special teachers at 
the Mental Health Centre, Peshawar. It evolved over seven years, starting in 
1978 when 1 took charge of a small playgroup for handicapped children of 
Peshawar in the North West Frontier Province of Pakistan. The playgroup 
staff immediately requested to know "what to do". The next three years' 
work involved un[earnjng the approach used in British schools; rethinking it 
all for Pakistan, in Urdu and Pukhto, in terms of family expectations and 
social context; relearning it in a fashion appropriate to these 
circumstances; and communicating it. 

Meanwhile the original playgroup developed into a Centre for special 
education and rehabilitation attended by more than 100 children daily, 45 of 
them being mentally and multiply handicapped, with ages ranging from 3 to 
20 years old. A broad range of disabilities, of severity and of agt, cvas 
maintained in order to enrich staff experience and training. 

The resulting manual has been field tested in weekly seminars and on-the- 
job instruction with trainees who are now working in eight special schools. 
Contents will still be largely familiar to Western special teachers and 
lecturers. Almost all the material and methods are used world-wide in 
special education. Differences come in the emphasi s given to certain 
aspects, and in the ped agogical approach . Pakistani special teachers have 
usually come up through a certain sort of education system with its own 
strengths and weaknesses. They themselves learn in a certain way. They 
expect material to be presented in a certain way, to help them assimilate 
it. In practi-e this has been found to apply equally t3 graduates and noit- 
graduates. 

Some prominent features of modern Western texts on mental retardation, 
such as independent living, legal rights, intimate relationships, computer- 
assisted learning techniques etc, are either absent or are treated very 
differently in the present manual. The social expectations and milieu of 
our mentally retarded people in Pakistan, the Middle East and South Asia 
differ radically from those prevailing in Western countries and are likely to 
develop at a different pace and in other directions. The ^normal patterns 
of life', in so far as they are identifiable, to a large extent dictate our 
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curricula, and me have no intention of introducing Western preoccupations 
where they may be inappropriate. 

To cover everything that a special teacher of mentally and multiply 
handicapped pupils should know, would require many volumes. The present 
manual intends to lay ^ solid, practical foundati on. It presents appropriate 
material and underlying principles from- which teachers and everyone else 
concerned with special children can go on to imagine and discover for 
themselves the endless variety of approaches and adapatations to suit the 
individual requirements of thousands of pupils with special needs. 

One of the inspiring factors in working with young Pakistani men and women 
has been this willingness to try out new ideas in practice. If the manual 
stimulates an experimental attitude, it will have achieved one of its mam 
aims. Among my happiest memories of training the original Peshawar- 
playgroup staff is the moment when one of the trainees gained enough 
confidence to differ politely from her teacher and to suggest a diff«-ent 
approach for a particular pupil. This Manual will continue to evolve if its 
readers and users gain similar confidence to try out the msihods, to 
criticise them, adapt, improve, discuss with colleagues and feed back Kieas. 

The Manual has been prepared separately in Urdu and English, with minor 
modifications due to the different structure of the languages. The level of 
English used in the main text has been slightly adjusted towards the 
requirements of those readers for whom it is not their first language; at 
the cost, in some cases of producing curious hybrids between colloquial 
usage and standard psychological jargon. 

Some attempt has been made to balance the use of 'he' and 'she' i" re'^t'^" 
to both teachers and pupils, since both genders are well represented in the 
classroom. The word 'child' has often been replaced by 'pupil, as an 
indication that the methods described are applicable not merely to children 
but also to young adults. 'Mental handicap' and 'mental retardation are used 
interchangeably. 

The methods and approaches described have not been differentiated 
according to categories of ability level, e.g. Mild. Moderate. Sev^e. 
Profound, or Educable/Trainable etc. for several reasons: I) Most of the 
contents are relevant to all levels from severely handicapped to normally 
functioning pupils. 2) Trainee teachers should a>oid the habit of labelling 
pupils according to categories of ability, at least until they have several 
years of teaching experience. 3) There is in any case no standardised 
and widely accepted practice for categorising mentally handicapped persons 
in Pakistan. The present Manual emphasizes the accurati» observation of 
each pupil's present functioning level, and programming to move forward to 
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the next appropriate stage in each of the principal areas of skill and 
development. 

At what point can a trainee 'complete the course' and be recognised as a 
trained special teacher ? In our view there must be an appropriate balance 
of theoretical and practical knowledge and competence. Trainees at the 
M«ital Health Centre have worked through the present manual in seminars 
and discussions, and were supervised while they put theory into practice 
during a period of two years, attaining a level of competence ranging from 
reasonable to excellent. They were then given certificatw of qualification 
as Special Teachers of Mentally and Multiply Handicapped Children. Trainees 
from other organisations have come for periods of three or four months 
only, and have received certificates stating that they completed an 
introductory Course. 

Clearly, the manual contents could be assimilated in a comparatively short 
t.nie, but to achieve real classroom competence it is essential that trainees 
should be supervised and guided during practical teaching work over an 
extended period. They should have both intensive experience with 10/15 
pupils, and a t>roader contact with a larger number of mentally and multi- 
handicapped pupils and their families. 



January 1 986 
Peshawar 



Christine Miles 
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RREF/XCE TO the: REVISED EDITIOM 



This revised edition contains up-to-date material on Speech. Language and 
Communicati on (already published in a separate booklet). It includes more 
information on Cere bral Pals y and on Dajjy Living Skills. A detailed SkiJ]? 
Chart is given. Much of the material has been rephrased in line with 
modern thinking and to make the meaning clearer. 

We have gratefully received feedback and suggestions from users of the 
manual in 80 countries with very different levels of educational 
organisation. We have tried to use all the ideas received, but it seems 
that a truly international 'World Manual' on special education for mentally 
handicapped pupils can hardly be written. The diversity of concepts and of 
attitudes towards mental handicap, childhood development and learning is too 
great to be covered in one basic manual. The degre- of learning disability 
for which people use the term 'mental handicap', and the response of 
teachers in mainstream schools to children who cannot maintain an average 
rate of progress in the standard curriculum, differ from one situation to 
another even within the same country, let alone throughtout the world. 

So we continue, in this revision, to refer to Pakistan and to illustrate 
some Asian viewpoints. Readers in other parts of the world are requested 
to make any cultural and conceptual adjustments they feel necessary. It is 
our hope that this manual will be an inspiration, not a rule-book. 

The first edition was written with Pakistani special teachers in mind. It has 
also been used successfully by parents, health workers, therapists, tv^mai 
teachers and classroom aides, in Asian, African, Caribbean and Soutli 
Amerian countries. As Peter Mittler notes in his Foreword, there are ever- 
growing opportunities for the education of children with special needs in 
ordinary schools and their integration in normal social life. This revised 
manual goes out with the hope of assisting all the newcomers to the field, 
as well as those for whom it was first written. 

February 1990 Christing. Miles & Mikg_Mtleg 

Peshawar and Bradford 
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1 .O WHAT IS MEMXAL. HAMDICAR ? 



\A NOT SO DIFFERE NT 

The most imp ^-^^n^ thing about a mentall y handic a pped person is that he or 
she is a person with very much in rnmmnn with all of us. 

Some people are cleverer than others. Only a few people can win prizes for 
science A few people can write great books or poems, but most of us 
cannot do so. Some of us are better at mechanical work and others are 
better at book-learning. People with mental handicap are less clever than 
the rest of us. Even so. a few mentally handicapped persons have written 
stories and poetry and have painted beautiful pictures and shown other 
surprising abilities. 

A normal child learns many skills and develops his abilities very quickly 
during the first few years of his life. A child with mental handicap is one 
whose learning and development has been delayed or slowed dc.wn for one 
reason or another. 

Mental handicap is a_ delay QH^tojgnessJn^mental development. 
M^i^til'Trndicap is also known as mental retardation. In this book, either 
term is used to mean the same condition. !r. other countries, the same 
condition may be called mental deficiency or mental subnormahty, 
intellectual impairment, disability or handicap. Learning difficulty or 
disability is often used - these terms are preferred by some parents and 
are more easily understood. 

Charts have been made, which show details of how children develop and 
what is their normal behaviour. These charts also give the age at which 
different skills usually appear (Appendix I). Some mentally handicapped 
children are delayed m ajl jparts of their development (controlling movement, 
speech, the understanding of language, recognising pictures, and so on). 
Some children are delayed in only one or Jw" P^rts of their development. 

Looking at other sorts of disability, the development of a blind child is 
delayed in skills that need sight, but the child maj^ develop normally in all 
other ways. After training, he can overcome many of his problems, can 
move around freely and do some of the jobs for which other people use 
their sight. The physically disabled child is delayed in her movements, but if 
she gc s to school she can study as well as any other child. The child who 
is deaf needs help to overcome difficulties with speech and communication. 

In the same way. children who are delayed in only one or two parts of 
their mental development may. with help, develop normally in most ways. But 
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many children are delayed in all aspects of development. Teachers and 
others who work with mentally retarded children need often to remember 
that these children have very much in common with all other children. 

\.2 SPECIFIC LEARNING DIFFICU LTIES 

Mental handicap may be linked with one "specific learning difficulty", where 
only one part of mental development is delayed. But this one part may 
affect the development of other skills which depend on it. Memory defects 
and perceptual problems are common "specific learning difficulties". 



♦ Memory difficulties: these 
may, for example, mean difficulty 
in remembering words that the 
child has heard, with the result 
that the child is unable to speak 
sensibly. 



♦ Perceptual problems: where a 
child is unable to recognise or 
copy shapes (problem of visual 
perception); or finds it hard to 
recognise or copy sounds (problem 
of auditory perception). 




♦ Hyperactivity: This is another special problem making it hard for the 
child to learn. He does not pay attention, so is not able to concentrate on 
anything for more than a few minutes at a time. 

















"I want to raad my book no\ I'll play with my bricks... 
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Any child who has learning problems should be given a careful medical 
examination by a doctor. Special attention should be given to eyes and ears 
if it seems possible that there may be a visual or hearing problem. 

Many children with a specific learning difficulty may be helped to overcome 
their problem and will be able to enter normal education. These children 
should not then be described as mentally handicapped or retarded. However, 
many others will continue to attend special schools for handicapped 
children. 



1 ,3 UNEQU AL DELAY 

Even if a child's development is delayed in all areas, she is not likely to be 
equally delayed in all areas. For example, a 10 year old mentally 
handicapped child might be able:- 




Hov« XiK« a normal child 




Bptak likm • li yr old 




PI«y • 3 yr old 
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Another mentally handicapped child aged 10 may be able to:- 




Hov« llk« • 2 y««r old : 
(Walk into ball wh«n trying to 
kick it; hold on to wall when 
walking up and down stairs^ 
putting both faat on aach ttap) 




Listen to long ttorias 
with intalfast * 
lika a 4 yaar old. 




"Giva ma 
ball" 



Spaak Xika a 2| yr old 




Sort coXourg lika a 4 yr old 



No cry - 
X taka hona* 




Look aftar youngar 
chiXdran Xika a S yr old 



Because of this each child should have an individual teaching program made 
for his or her own needs and ability. 



\A EMOTIONAL PROBLE MS 

When she first comes to a special school, the mentally retarded child is 
quite likely to have emotional problems which stop her from doing as well 
as she could do. These may result in problem behaviour, or unwillingness to 
take part in activities or to try new activities. These emotional problems 
may result from stress at home, where the mother may feel unable to cope 
with the child. The child may feel herself to be a failure. 
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If a child is over-protected at home, he may feel afraid when he comes to 
school, because he is in a strange place among people he does not know. 
These problems will be discussed later. When the child develops a close and 
loving relationship with the teacher, emotional problems may be overcome 
within a few months. The child may then make quite quick progress in all 
areas of learning and development. 



1.5 NO CLEAR LINE 

Mental handicap is not a condition ttiat can be cured Yet it is possible 
that a child who is now thought of as mentally handicapped may iaier in 
her life not be thought of in this way. If an adult person is described as 
mental[y handicapped it means that he is b oth less clever than a normal 
person and that he does not do the no rmal things expected bv society . If a 
person has iearnt to do the normal things expected by society, he may no 
longer be described as mentally handicapped. 

Normal activities vary from one social group to another. A young adult who 
has the skills normally learnt by a 7 year old child, and whose family are 
friendly and helpful, may seem normal enough if he is a farm worker or 
labourer or she is the house-wife in a simple home. 




"Today I milked the buffalo and 
dug in the field. Then I helped «y 
brother repair the door. I can't 
mend things by myself." 
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But a young aduit 
with a mental 
(ksvelopment of 12 
years will be 
thought of as 
retarded if all 
his family and 
social circle are 
highly educated 
professional 
people. 



Poor Ay«z it 



I f««l so 
sorry for 
his psrsnts 




whsn hs just 



sits thsrs 
•nd csnnot 
tslk About 
anything. 



♦ This shows that there is no dear dividing line between mentally 
handicapped and "normal" people. 

Some people are a little less cleyer than average, some are very much less 
clever, and there is every possible stage in between. Many mentally 
handicapped people need Just a little help to lead normal lives. There are 
others who will need a lot of help at every stage through their lives. 

1.6 MENTAL ILLNESS IS DIFFERENT 

Many people confuse mental retardation or mental handicap with mental 
illness. Mental illness is a quite different condition. A person who is 
mentally ill may have normal or high intelligence and may even be very well 
educated. But as a result of unhappy experiences, or because of some 
physical illness that affects the brain, his or her behaviour becomes 
strange, even though he/she knows how to behave normally. 

When a mentally retarded person behaves in a strange way it is usually 
because he has not learnt the correct way to behave. The mentally 
retarded person needs to be taught how to behave normally. The mentally /// 
person needs help from a psychiatrist to overcome his illness and so to 
return to normal everyday life and behaviour. 



p. 6 Chapter One 



1,7 WHAT SHOULi) IT BE CALLED ? 



Because of the common confusion between mental illness and mental 
retardation or handicap, people in some countries have tried to find a 
different name for mental retardation. Some of them say that inteltectifai 
impairment, or intellectual disability or intellectual handicap are better 
words, to avoid the confusion of using mental in both mental illness and 
mental retardation. Yet there is a problem in using the word intellectual. It 
is not a commonly used word. Some people use it to describe a very clever 
person. Some organisations, for different reasons, use mental disability to 
cover both mental illness and mental retardation. 

In every language, words are needed to talk about mental handicap. Words 
should not be confusing nor likely to reduce the dignity of the person with 
mental handicap. In most languages, there are several words for mcmtal 
illness and for mental handicap. As time passes, words change their 
meaning: we do not now use words like idiot, imbecile, moron, subnormal, 
when talking about people with mental handicap, because those words now 
have an insulting tone. In the same way, the person with mental illness 
should not be called a madman or lunatic. 

The words mental handicap and mental retardation are used in English now 
to talk about a particular condition, without giving any insult. That is why 
we use them in this book. Yet in some languages the word 'mental' may be 
used with an unpleasant meaning, which is worrying to parents. It is often 
better to use 'learning difficulty' or 'learning disability' which many parents 
can understand and can accept more easily. 

The teacher, and other people who work with mentally handicapped children 
or adults, should choose with care the words she uses, when talking to 
parents or to anyone else about mental handicap, in whichever language is 
used. ^ ^ - 
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2.0 CAUSES OR MEISIXAL HAtMDICAR 



2 J HANDLE WITH CARE I 

The teacher's job is to make sure that pupils learn. It is not the Job of 
the teacher to find out the causes of a particular child's handicap. Yet 
the teacher needs to know something about causes, because many parents 
have mistaken ideas and blame themselves without good reason. The teacher 
should not ask probing questions about cause. Take care not to make 
parents^feel th at t hey are blamed . The teacher may think that there is a 
risk of another impaired child being born into a particular family. In that 
case, the question should be talked over between that family and a 
specialist doctor. 

Causes of mental handicap fall into two main groups : brain damage and 
abnormal genetic conditions. "Lack of stimulation" is a further cause or 
group of causes. 

2. 2 BRAIN DAMAG E 

Brain damage can be caused by something that goes wrong before the 
chiltfs birth, at the time of birth, or later. 

- At birth the common causes of damage are lack of oxygen (which may 
be a result of very long labour) or too much pressure on the baby*s head. 

- Before birth the baby can be harmed by infections. For example, rubella 
('German Measles*) is a mild illness for the mother, but if she gets it in the 
first three months of pregnancy it may cause the baby to be born blind, 
deaf or mentally retarded. Even milder infections, which the mother may not 
know that she has, can sometimes harm the baby's brain. Congenital syphilis 
may result in mental handicap - some physical features may also go with 
this condition making it recognisable. TeacViers should beware of talking 
about syphilis with families, as they will certainly be offended. 

Drugs taken by the mother may harm the expected baby; also X-rays taken 
during some of the months of pregnancy. Smoking and drinking alcohol in 
pregnancy may result in smaller, weaker babies who are more likely to 
become sick or be brain damaged. 

- After the child is born, there are ^ ^ 

\Jj 105*** 

many possible causes of brain damage. /VSj fiN 



* High temperature (fever) 
can cause brain damage. 
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* Lorn body temperature can lead 
to brain damage. It may happen 
if the baby becomes very cold 
when not clothed warmly enough 
in winter, or being left in a 
cold bath. 




^The baby got terribly 
cold wh«n h« «•« out«id« 
without a blanket. '« 



♦ Jaundice is another cause, either from infection or from difference .n 
type of parents' biood. If it is kno».n that a husband's blood group .s 
positive and his -life's biood group is negative, they should consult the,r 
doctor as soon as possible. It may be possible to arrange treatment that 
will avoid harm to any future baby they may have. 

* Encephalitis - brain infection: a number of illnesses can infect the brain, 
such as measles, some sorts of flu, etc. 

» Injury: a bio* on the head causing brain damage may result from many 
situations: 



4^ 



Car accident 



Kick fro» hors« 




slap on h«ad 



Tall from wall 



• Malnutrition: brain damage can result from not getting enough food in 
early childhood. In some mountain areas, children may suffer from a lack 
of iodine in their food. This produces a severe disability called Cretinism - 
the child has dry skin, little hair and is small in size as well as being 
retarded. Cretinism can be treated, especially if it is recognised soon after 
birth. 

♦ Drugs - (medicinal or other) - an ovefdose of drugs may also cause 
brain damage. 

» Poisoning by pollutants, e.g. lead poisoning may arise from living in a 
house where there are fumes from motor vehicles, or from lead water 
piping, or from lead paint, or from some sorts of cosmetic make-up 
(.surma). 

All the causes listed above are known to produce brain damage. Those of 
1,3 who are not doctors should not be concerned to identify the causes of 
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a particular child's brain injury. Even In countries where evw y case is 
carefully studied, the cause remains unknown in a large number of cases. 



2.3 GENETIC CAUSES OF MENTAL HANDICAP 

Some babies are impaired because of a defect 
inheritance from parents. This is a genetic cause. 



in the mechanism of 



A common type of mental handicap with a genetic cause is Down's Syndrome 
(moi^lism). Down's syndrome is not hereditary in the sense of 'running in 
families. It results from an abnormality in genetic material - the baby has 
an extra chromosome in each cell (see explanation in Appendix IVO. Down's 
Syndrome is much more likely to occur in children of mothers over 35 
years old. In Britain one child in 10,000 of those born 
to mothers under 25 years old has Down's 

syndrome. But one child in 45 y««ra old and 

50 of those born to mothers 
over 40 years old has this 
syndrome. Numbers like this 
may be expected anywhere in 
the world. 




•till producing aonal 
But th« young** t 
looks • bit funny 
and cannot talk yat." 



Downs Syndrome is usually easy to recognise. People with this condition 
have slanting eyes, flat noses, mouths often open, tongues sometimes 
hanging out. They are usually friendly and outgoing and they enjoy 
entertaining others, especially by imitating people. The development of their 
speech IS often delayed, with spoken language well behind language 
comprehension. They often suffer chest infections and catarrh, which iSy 
cause problems with hearing. The teacher should remember that if a Down's 
pupil has a cold, she may not be able to hear properly, but the child's 
hearing should get better when the cold has cleared. 

There are hundreds of other known genetic abnormalities, but they are all 
very rare. We are not likely to meet many of these conditions. Genetic 
abnormalities often result in odd physical conditions such as small head, 

Z tl^J^r^ '^'^^ ^"^^^ ^^^"^ conditions happen when the material 

of heredity (called a gene> is altered by chance. For some of these 

,J^"'?. ^'"^ """St come from both parents before 

the child himself will be affected. Some rare genetic conditions affect the 
1 ^ ^•3- phenylketonuria. If diagnosed by a blood test at 

birth, the baby can immediately be given a special diet, so preventing brain 
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In Western countries there is scientific evidence that the average (normal) 
person carries several abnormal genes. The chances of a person with an 
abnormal gene marrying someone with the same abnormal gene are very small 
in Western countries ~ for the most common abnormal genes, it is a chance 
of about 1 in 100.000. 

The situation is different in Pakistan and many other countries. An 
abnormal gene may happen in a person's hereditary structure by chance, 
without that person being affected. This gene is then passed on to his 
children and his grandchildren. If these 



"Hy grandson 
•nd grandaughttr 
•r« marrying 
today • so wy 

land will not 
bs dlvldad so 
much. * 




grandchildren follow a local 
custom of marrying a cousin, 
then it is much more likely 
that the cousin has the same 
abnormal gene . Then some of 
their children will inherit 
the same abnormal gene from 
both their parents, which may 
result in them being born with 
a disability (see Appendix IV). 
(genetically, a maternal cousin 
relationship is as close as a 
paternal cousin relationship. 

2,4 NOT ENO UGH STIMULAIION 
A third group of causes of mental handicap is when a child is under- 
stimulaiecL If a normal baby were to grow up in a dark, silent room with 
nothino interesting for her hands to touch and no contact with other 
peopled she would learn:- nothing I Very few children grow up m such a 
limited way. But the child who gets very little attention from other people, 
who stays always in one room or on one bed or chair and has nothing 
interesting to do or explore, will learn much less than she might have done 
if she had more stimulation. 

If the child is put in a more interesting place and is helped to start doing 
things and exploring, as a baby normally does, she will make rapid progress. 
The younger she is when this program of stimulation begins, the greater is 
the chance of reaching a near-normal level. Some children with physical 
disabilities come into this category - they behave as though they are 
mentally retarded through lack of stimulation - because the parents 
(wanting to protect the child) keep them lying on a bed with nothing to do 
and no demands on their mental abilities. 
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"My b4iby cannot walk. 
I don't want him to 
get dirty, «o I k««p 



"He can*t walk, but we 
Baka sura he has plenty 
of things to do and 
people to talk to." 




him lying on the bed." 




/ 



2,5 WAYS T O THINj^ AgnUT rAUgFg 

There are many false ideas about causes of mental handicap. Some people 
blame evii spirits, or believe that the handicap is a punishment for sin. We 
should try to avoid those ideas. Most important, we should help parents not 
to blame themselves nor feel guilty. Instead, they should think about the 
future: how to help their child to learn as much as possible. 

The causes listed, apart from malnutrition (especially iodine deficiency if 
treatment is begun while the child is very young), result in conditions that 
cannot be cured medically. Parents will already have taken their child to 
doctors and have heard that she cannot be cured. Although the medical 
condition will remain the same, we must help families to understand that the 
chj!d_j's abl e to lea rn and develop and so to have a more normal life. The 
child has a medical condition, i.e. a condition known to medical science. 
That is not the same as an illness. 

Usually the child does not have any illness. Her development is slowed down, 
but with proper stimulation it can be helped forward and she will learn. Her 
educational condition can be treated - and it is the teacher^s job to do 
so, together with the family. 

♦ Prevention. Most of the causes result in conditions that are incurable, 
but many of the causes can be_ avoided by taking care and thought. For 
example, the woman who is expecting a baby should be very careful of any 
drugs she takes. Parents should try to avoid any blow or fall or untreated 
fever that might damage the baby's brain. Families should think carefully 
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before arranging marriages between cousins. The teacher fhodd not 
interfere in the private lives of her pupils' fam.I.es. but .f ^^^s to 

kno^Ttl^m and they want to talk to her about causes and prevention then 
s^rsiourd be able to ^i-. sensjble^vice. If the teacher has f.st won 
their"Tonfi7eT;^e~~b7~t'eaching their child with love and understanding, a 
family will be much more likely to listen to her advice. 



lA. ..N0]1S_0N ERLEPSY_(FIIS) 

Fits"(or epilepsy^ happen in children who are mentally ^^J*^" 
those who are mentally retarded. Fits can usually be controlled by taking 
the right amount of the right medicine. If the fits are controlled, the chHd 
who has them will be more easily accepted in society. When tj^e/ are not 
controlled, some kinds of fits make it more difficult for a child to learn. 

There are several medicines to stop or control fits. They should be 
prescribed by a doctor or trained health worker. There may be s,de effects 
^ch as sleepiness, skin rashes or behaviour problems. It is important to 
?L th^ itSt do^^f drug that will stop the fits. Where the fits canno 
be stopp"e5."thr'r"iiSt dose of drugs should result in the least fits without 
u^wfnt'eS s^de effects. For this reason, several visits to the doctor shou d 
be made until the correct dosage can be fixed. The medicine is p2i-§-^ 
for the fits, but it should stop fits while it is being taken regularly. Some 
children stop having f its as they grow older so they can «t°P ^^^mg 
medicine. But medical advice should be taken before stopping the medicine. 

If a child has a fit in school, make sure that he is not in a position where 
he might fall or hit his head against sharp objects. Do not fuss over h.m. 
Do not try to put anything in his mouth. If he is sleepy when he come, 
round-f rom his fit. allow him to sleep until he wakes. Do not make a fuss 
if he wets or soils himself during a fit: he has no control over this, f it 
happens often, make sure that he has some spare clothes kept m school. 

It may happen that one fit is followed by another without the person regain 
ing consciousness ('coming round'). If this goes on for ten minutes it is a 
n^ical emer^ncy and a doctor should be called immediately Th^ condition 
Ts 7Ire:Tt~iH most likely to happen if medicines have been stopped suddenly 
The child's usual doctor must be informed if this happens, so that 
treatment may be adjusted to avoid the emergency happenmg again. (The 
usual treatment to stop a sequence of fits is to inject Va hum into a vein 
This makes the person sleep very deeply for some time. While asleep in th^ 
way the person should be placed to lie on his side, with his face turned 
well to one side to avoid choking on his tongue.) 
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Do not confuse fits with temper tantrums in which a child holds her breath 
until she falls unconscious. This is a beTiaviour problem which she has 
learnt as a means of getting her own way. It is not helped by medicines. 
To help the child to stop behaving in this way. she should never get what 
she wants by this means, nor any special attention when she regains 
consciousness. Instead, she should get plenty of attention for good 
behaviour, and may receive what she wants (if reasonable) only when she 
asks politely. 



If a child tends to 
fall and hit his head 
during fits, a simple 
helmet may be made, of 
cloth and foam rubber 
or some other light 
material that will 
protect the head. 
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HOW TO HELR & WHAT TO TEACH 



3.1 NORMAL BEHAVIOUR LEADS TO AC CEPTANCE 

"77)6 most important thing about a mentally handicapped person is that he 
or she is a person with very much in common with all of us.'' That is how 
Chapter 1 began. The greatest nee d of a handicapped person is to be 
accepted as "a person with very much in common with ail of us." 

When we work day by day with mentally handicapped people we get to know 
them, and then it is not hard for us to see how much we have in common. 
But the ordinary man in the bazaar, when he meets a mentally handicapped 
person, either laughs at the "pagal'' or feels pity. Neither way does he act 
as though he is meeting a fellow human. It is our duty as teachers to 
enable our handicapped pupils to act and appear m ore like normal people, in 
the eyes of the stranger who meets them. 

How can we do this ? For a moment, we must look at our pupils through 
the eyes of a stranger, as though we did not know them. In what ways do 
they seem different from normal people ? Check-lists are available of skills 
used by ordinary people in everyday life (Appendix III). Let us see which of 
these skills need to be learnt by each of our pupils. If one of our pupils 
behaves in a strange way, we should help her to learn a more normal way 
of behaving, so that she will not provoke pity or laughter when she appears 
in public. 

'Normal people' are able to take care of themselves and live independently. 
As far as possible our pupils should learn to do so. Normal people can talk 
easily and sensibly. Let us help our pupils to do this too. Our pupils will 
not learn to do everything that other people can do. But each additional 
skill helps them to be more acceptable in public, and to h^vc more choice 
in their lives. 



3.2 DEVELOPMENTAL SE QUENCE 

We do not pick at random the skills our pupils should learn. 

* Example /. When a normal baby learns to stand up, he cannot 
immediately run. First he learns to walk while holding on to something; then 
to walk without support. Only after he has learnt to walk quite easily, he 
will learn to run. 
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Baby can »t«nd - now I must 
t««ch him to run, so he will 
b« a graat sportsman!" 



Wa must w«iti " 





"In about 3 months time he 
will l«arn to w«lk holding 
onto furnitura, or if w« 
hold his hands " 



•Thraa months «ftar that, ha 
should ba abla to wsik a 
short way by himsalf " 



Only whan ha can 
walk aasily without 
failing, will ha 
start to run." 




* Example Z The ability to speak a sentence depends on these skills 
(among others): 1) to make all the sounds needed; 2) to know and remember 
the meanings of all the different words; 3) to be able to fit the words 
together in the right order. The child learns to make sounds, and fits 
them into words of which he is learning the meanings. Later he uses two- 
word phrases to convey meaning, then three-word sentences, which slowly 
grow into longer sentences. 




ba ba ba* 





"drink taa" 
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There are many skills that a child cannot learn until first he has learnt 
other skills which are related but simpler. Some skills are made up of a 
combination of t*.o or more simpler skills, each of which must be learnt 
separately before the child can put them together. We say that these skills 
must be learnt in a developmental sequence. By this we mean an order, 
usually followed by the normal child as she develops, in which simple skills 
are learnt first, and then harder skills are built on them or other skills are 
added. 

« Example 3. A child will not have enough hand control to use a pencil 
until first she has enough control to build a tower of bricks. Building up 
bricks may not in any way help her appear more normal, but i t will improv e 
her hand_control - which is needed for many other important skills apart 
fr^using a pencil. Building bricks also helps in the early stages to 
prepare for number work. Our final goals are skills for 'normal' living, and 
we must follow a developmental sequence to reach these goals. There are 
very seldom any short cuts. 

3^3_JJSiNjG_CHECK::LiSIS 

To decide which skills a child needs to learn, it is useful to start by using 
a check-list of skills that a normal person uses. The check-list shows 
skills in approximately a normal developmental order. Check-lists are divided 
into separate charts for different kinds of skills - large movements, small 
movements, early communication skills, understanding language, using 
language, pre-counting skills, feeding, dressing, washing and toilet training, 
social behaviour. As already explained, a child's development may be very 
uneven - he may be able to do everything on one chart but very little on a 
different chart. (See Appendix 111). 

A separate check-list should be filled in for each child. The teacher should 
begin by ticking everything that the pupil can do e asily. Then she should 
pick the next one or two skills on each chart, (or any that have been 
missed out of the normal order). Those are the ones that the pupil now 
needs^ to learn or needs to practise. 

The teacher should not_begin to teach unyi_ she Aas decided^ 
thc Bupil to learn. She cannot do that ujitil . she knows_what^^^^ 
alrMdV do. If the teacher picks something the pupil can already do. she is 
wasting time. If she picks something too hard, the pupil will fail and may 
become unhappy. The assessment charts are not a test for a child to pass 
or fail. Items should not be ticked unless the pupil can do them easily, 
without help. Skills and activities which the child can do with some 
difficulty or needing some help are often the ones which he should work on 
at school, in order to master them and move on to the next. 
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In this chapter we have talked about what the pupil must learn rather than 
what the teacher ahouid teach . What the pupil is learning is more important 
than the teacher's activity. 



3.4 THE IMPORTANCE OF PLAY 

Sometimes we hear people say about a child "Oh, she's only playing". In 
fact, playing is one of the most important things a child can do. While she 
plays, the child is learning and practising new skills of all kinds. Children 
enjoy play, so this helps them to learn more easily. Sometimes adults think 
of learning as 'serious work*, but ¥^hen learning is enjoyable then it is more 
effective. At play, the child teaches herself. 

There are many different sorts of play, which provide the chance to learn 
different sorts of skills. 

* Play with people 

Through playing with people (usually family members), a small baby learns to 
relate to other people. The baby enjoys being cuddled and tickled, peeping 
games and clapping hands (which also teach the child to imitate - a very 
important skill). As the child grows older, he learns to play games in which 
he has to take turns an important social skill. At first the child plays 
with adults, then learns to play by himself. Finally he learns to play 
cooperatively with other children: this enables him to form friendships and 
behave in a sociable way. 

♦ Play with objects 

By playing with objects, a child learns to tell the difference between one 
kind of object and another, and how they are used - skills she needs for 
language development. At first a baby explores objects - she finds out 
what something feels like, tastes like, what noise it makes if it is hit or 
thrown etc. Normal babies, from about 10 months, like 'hiding and finding' 
games - these help them to know that things still exist even when they can 
no longer see them. This is a very important skill,* as we will see in 



The teacher is a person ** 
who helps the pupil to learn 
however that may best be done, *f 
rather than a person who behaves « 
in a part icular way M 
in a classroom. *f 



(This can also apply to parents or to another pupil). 
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Chapters 6 and M. Some handicapped children may still need to learn it 
Ktfhen they are much older. 

Children learn that they can change the v*orld around them and about cause 
and effect, by playing with things. If a child pushes a tower of bricks, it 
falh down. If he hits a drum, it makes a noise. Some things break when 
hit. If a child hits a ball it goes away. Many toys are made especially to 
teach different skills. Some toys teach motor coordination - hammer toys, 
threading beads. Bouncing and catching a ball teaches hand-eye 
coordination. Playing with sand, water, clay, dough, teaches children about 
the 'fee/' of the different materials, an awareness of quantity and bow it 
changes etc. 

* Imaginative play 

In imaginative play the child practises:- 

1. what he has already learnt about objects (e.g. when he pretends to 
comb his hair). 

2. social skills e.g. when he plays with dolls, (feeding a doll, putting the 
doll to bed, playing at tea parties, schools, shopping etc). 

3. language skills, in talking to dolls, to herself, to the teacher or to 
other children with whom she is playing. 

4. learning about symbols, where one object is made to take the place of 
another, (e.g. a box may be a car, a brick may be a telephone, some 
leaves and flowers = a meal, etc). 

5. acting out his worries (e.g. playing at doctors, if he is worried about 
having to visit the doctor, etc). 

* Physical play 

In physical play, a child develops her strength and coordination. This starts 
with the tickling and bouncing a baby enjoys, and kicking, throwing and 
catching games, playing on tricycles and bicycles. Afte*- childhood comes 
the adult*s interest in sport to continue developing his or her physical 
skills. Children*s sports may also help to develop social abilities through 
team cooperation. 

Children with handicaps sometimes need help in learning to play. Some 
children are not active, and need to be stimulated, to be given interesting 
things to play with. The teacher may herself need to play with these things; 
as well as showing the child how to play, she must show enthusiasm and 
enjoyment in the activity, to make the child interested to do the same. 

Other children do not ^ajy because they spend too much time running about. 
Help these children by finding an activity at exactly the right level for 
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their ability, so that they will find it interesting. These children should be 
in a situation without a lot of distractions. For each child» the right level 
of pipy activity can be found after filling in check lists and looking at 
child development charts. 

All children should be given toys or equipment to play with of the right 
level, so that they are learning a new skill or practising one which they 
recently learnt. If the activity is too easy, the child gets bored, and learns 
nothing. If it is too difficult she will not play, but will 'mess about' with 
any equipment, perhaps spoiling or breaking it. Then she will certainly lose 
interest in it, and later when she would be ready to learn, it may have lost 
its attraction. 

Some mentally retarded children *play* in a very repetitive way, just carrying 
on the same actions again and again, e.g. twiddling a piece of string in 
front of their eyes, or pushing a cart backwards and forwards on the same 
spot, or laying out blocks on the table in exactly the same positions and 
rocking backwards and forwards, staring at them. This sort of activity is 
not really play. Such pupils should be encouraged and shown how to play in 
a more constructive way, as described above (See also Chapters 15 and 
16). 

It should be clear from this section that the competent teacher of children 
with mental handicap will spend a lot of his/her time playing with the pupils. 
The amount of time spent on activities which would normally be thought of 
as play will depend on the age and ability of the children in a class. But 
all pupils learn more easily if their activities are enjoyable and are fun for 
teacher and pupils. 



3.5 THE ROLE OF THE SPECIAL S C HOOL 

What do we try to do in a special school ? We help children to develop 
and learn. We help them to catch up on the delay in their development. We 
give relief from stress for the child and his family. We teach skills that 
are useful for daily living, such as washing self, dressing, eating politely 
etc. We teach these skills in whichever ways are easiest for the pupil to 
iearn - often by activities that appear to be p/a/, and are enjoyed by both 
teacher and pHjpil. We try to help the pupil's family to understand and come 
to terms with their child: to love and accept her as she is, while at the 
same time helping her to learn and become more independent. 
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3 ^ APPBnPRlATF BAS IC SERVICES 

In Pakistan, as in many other """^'-'^^'/^^^ P«"t:?" . 
handicapped children is likely to meet all kinds of disabilities. The chart on 
the next page shows the basic needs and services suitable for children and 
young people with the most common sorts of disability. 

Almost all disabled or mentally retarded young persons need social 
counselling about how they fit in with the rest of society. They need social 
activities with people of the same age group. Taking part m activities 
will show up any particular social skills that the disabled or retarded young 
person needs to learn. This will vary a lot from person to person and 
according to the social level of the family. The teenager and young adult 
will also need vocational counselling or training, in almost every case. 

Children and young people with more than one disability will need help, from 
trained people, for both disabilities. If one of the disabilities is mental 
retardation, it will usually be best for the child to attend a school for 
mentally retarded children. His teacher should get the help of people trained 
to deal with the second disability. Other children should attend schools for 
whichever disability is more severe. They may sometimes attend a school for 
retarded children if the other special schools do not have enough facilities 
to be able to cope with the multiple handicap. Teachers need to ensure that 
any such child is doing work suitable for her intellectual ability. 

» Integrated schools, in which children with normal abilities and children 

with some disability learn together, are becoming more 
common. In an ideal world, all schools could give the best of education to 
every sort of child. Then all children would grow up to know one another s 
strong and weak points and to respect one another, without thought of 
ability or disability. At present, no country has reached this ideal. Yet the 
principles of teaching, learning and development, as described in this book, 
apply equally to all children. They can be ui.«l equally in special schools or 
integrated schools, or by families at home. 
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PHYSICALLY 
DISABLED 

a) Mild 

b) Severe 


As norma 1 ch i 1 d 

Means of comrnin teat ion (eg sTgns, 
symbols, foot instead of hand; 
and general mental stimulation/ 
educat ion. Training in independ- 
ence for personal needs. 


Physiotherapy 
plus 

Social & Vocational 
Counsel 1 ing and 
Activities 


BLIND OR 
PARTIAL SIGHT 

a) Enough sight 
to read large 
vvord cards 

b) Severe/ total 
81 indness 


As normal child^ using strong 
lighting, magnifying glass and 
hand-written large cards. 

Braille/tape books make education 
easier. Mobility training. 
Recognition of objects by touch. 


Spectacles. Mobility 
training if eyesighr 
getting worse* 
plus 

Social & Vocational 
Counsel 1 ing and 
Activi ties 


HEARING IMPAIRED 
a^ MMd: recogn- 
ises iiK>rds by 
1 ip^readi ng a 
sound; tries 
to speak » with 
some success. 

b> Severe/Total 
Deafness 


Can proceed as normal child, with 
plenty of individual teaching. 
Pupil should sit close and always 
be able to see teacher's mouth. 
Help child pronounce new words. 

Comnun i cat ion: probably sign 
language. General education will 
wilT proceed slowly due to lack 
of language experience. 


Check by specialist: 
hearing loss may be 
treatable* Or use 
hear ing aid, if 
family can maintain. 
Speech therapy. 
plus 

Social & Vocational 
Counsel 1 ing and 
Act i vi t ies. 


MENTAL RETARDTN. 

a) Mi Id 

b) Severe 


Basic 1 i teracv/numeracy including 
time, money elc. Progress slower 
than nnriivii T^a/^Kj^p miitt^ 

imagination to keep up interest. 

Program for individual chilJ 
according to mental level. Social 
skills and Independent personal 
care emphasis. Toys and games to 
sLimuiaLe menLai oeveiopment. 


Advice on possible 
future employment* 

Teaching such child- 
ren is skilled work, 
yet many of them can 
benef i t in a play- 
group with capable 
yet untrained staff. 
pius 

Social & Voca'tional 
Counsel 1 ing and 
Act i vi t iea. 


MULTIPLY 
HANDICAPPED 


Appr9priate features from each 
handicap, as above. Communicat- 
ion, social skills and indep- 
endent self-care skills are 
especially important. 
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4.0 MOW OUR RURILS CAISl LEARM 



As stated in the previous chapter, we must first decide what each child 
should learn. This is most important. A real»> good teacher knows exactly 
what she is trying to teach each pupil in her class at any time. But to 
know ¥ifhat the child should learn is only the start. This chapter looks at 
how we can enable our pupils to learn. 

4.1 FRIENDLY ATTI TUDE 

The pupil will learn most readily from a person whom he loves and respects. 
Such a relationship or friendship will take some time to buiki up. Cheerful, 
relaxed children will take a few days to make a friendship with a teacher. 
Children who are withdrawn or very shy may take a year to form a 
friendship. Most pupils will make a friendly relationship within two or three 
weeks^ with a teacher who works with them every day. 

In forming a close relationship, 
the teacher must be ready to have 
physical contact with the pupil. 
The younger or more severely 
handicapped children may work 
best sitting on the teacher's 
knee. The teacher must take care 
to show friendship to the child 
in small ways too, e.g. when a 
teacher takes a pupil for a walk, 
hands should be held in the way 
friends do. The teacher may grip 
a child around the wrist only when 
deliberately being unfriendly (to 
show disapproval of misbehaviour). 

The teacher should find out the 
child's own interests and use 
these to make learning more 
interesting, e.g. if the child is 
interested in trains and is 
learning to count, let him count 
model trains or pictures of them. 

Volunteers or students, who come into a school or centre only once a 
week, should work with those children who more easily make a relationship. 
They should aim at getting to know not more than three or four children. 
Bot if the volunteer is definitely committed to visit the school over a long 
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period, she may spend more of her time with a single pupii who needs a lot 
of attention in order to develop a friendly relationship. 

Teachers and regular visitors to the school should rememb^ that their own 
behaviour is a 'model' for the children. If they behave calmly and politely^ 
then the children will copy this pleasant behaviour. If they are hasty and 
rude, then that is what the pupils will copy. 

The teacher should quietly tell the pupils what to do. In the case of a 
child who often does not obey, the teacher should tell him to do something 
only when she can give time and attention to make sure he obeys. Some 
children are good at relating to, and teaching, one another. They may do 
so sometimes under the teacher's supervision. 

4,2 MOtlVATION AND REWARD 

How are people motivated to do things ? 
When a child first stands upright or 
takes his first step, people praise him 
and show pleasure. The child understands 
that he has done a 'good' thing, because 
something good follows. In school, an 
older child get the answer right and is 
praised: she learns that correct answers 
bring a reward of praise. The baby cries 
and is given milk: she learns that crying 
is a way to get something that she wants. 

If we get a reward (something we like) as a result of what we do, we are 
motivated to do that thing again. This works both for actions we want our 
children to learn and for things they should not iearn. Suppose a child 
starts to scream and shout in temper, and someone gives her a sweet to 
quieten her: she learns that screaming is a way to get a sweet. 

Different people like different things:- sweets or food, playing with favorite 
toys, music, smiles, praise, hugging, money, satisfying one's curiosity. To 
teach our children effectively, we should make sure that something they 
enjoy follows when they do the right thing. For more severely handicapped 
children the reward may often be nice things to eat and drink, when they 
do the right thing. Others will be pleased by praise. Others like to play on 
a tricycle or hear some music, (if food and drink are used, small pieces 
of food and sips of drink may be given. Then the child continues working. 
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or repeats the task without a long break, and is still motivated to try to 
get further reward.) 

When any reward is given, the teacher should also smile and P^^'^"^ 
pupil. The pupils will learn to connect the praise with the reward. After 
some time. praLe by itself will become sufficient reward 



Good boy - 
h«r«'* a 
swact for you 





"Wall dona - now you 
can play on tha aving 
for flva ainutaal" 



Reward and praise must follow the pupil's action immediately, so that she 
understands the connection between her good work and the teachers 
response. If there is a delay, the child may learn the wrong lesson, e g. 
being praised for doing nothing rather than for finishing the job; or for 
showing work to the teacher rather than for completing it; pupils sometimes 
pick up the habit of coming to the teacher to show unfinished work. 

The good teacher makes sure that pupils get praise, attention or other 
rewards for netting on with their work . In a badly run classroom, pupils get 
attention only when they misbehave. Of course, pupils sometimes do things 
wrongly and need correction. The teacher should watch her own behaviour 
and aim to praise (or somehow reward) each child ten tmes for every one 
time that she has to correct him. If the teacher finds that she is not 
praising a child so often, she should look for more reasons to do so. 

We can use rewards to help pupils learn when some situations are right for 
certain actions but others are not. e.g. relieving oneself in the toilet, not 
in the classroom. When teaching this, give a sweet or other reward when 
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the child does the required action in the toilet^ but give no reward when it 
is done an/where else. Make sure that the attention given to the child in 
changing his soiled clothes is not rewarding. 

The teacher should make sure that each pupil has plenty of chances to be 
rewarded. The child who tries and fails ge^s no reward, so she gets 
c'* ^uraged and loses interest. Work then ceases to be a 'good' thing and 
her behaviour may fall back so that she becomes naughty. The methods 
described below of prompting. shaping and chaining can be used to 
introduce quite complicated tasks in such a way that the pupil is likely to 
succeed and so be rewarded. Successful completion of a t&ak is often a 
natural reward in itself. 



4.3 PROMPTING 



When first teaching 
a new skill we can 
use prompts: that 
means we give some 
sort of indication 
or clue of what the 
child needs to do. 

If the pupil can 
understand language 
fairly well, we can 
tell him what to do 
in words: i.e. give 
a verbal prompt. 





The teacher can also 
help by using 
gestures, e.g. holding 
out a hand when she 
wants the pupil to 
respond to her 
command to "Give it 
to me"; or by showing 
what is the action 
first with the pupil 
watching, e.g. building 
a tower of bricks or 
drawing a circle. 
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If a teacher were to give prompts ail the time, the pupil would not learn to 
do the job alone. So there should be a slow reduction of the prompt e.g. 
holding the hand further up the arm and reducing the pressure while the 
pupil combs her hair or brushes her teeth. 




Prompting is a way to help the pupil complete the action and receive a 
reward for it, and so to learn that this action is a *good' thing. 



4.4 SHAPING 

In shaping a skill we start by rewarding any response that is roughly like 
the final skill we require. Then we work by stages toward the skill done 
correctly - asking for it to be a little better each time before giving the 
reward. 
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* Example /.-To teach a child to look people in the eye, who is unwilling 
to do so: At first the child gets a reward for turning a little towards 
the teacher; next, she must look at her teacher's face before being 
rewarded; then look at the teacher's eyes. (This may take a period of 
weeks or months). It might help if the teacher holds the reward (if it is a 
small object) close to her own eyes. 



1 


1 J 












1 




1 



* Example 2. To teach a child to kick a ball: first the child is required 
to touch the ball with his foot; later to push it; finally to kick it. 



* Example 3, Sorting straight nails from bent ones : First mix in some 
very crooked nails, so the pupil can easily tell them apart; then gradually 
make the difference less clear. 

4.5 CH AININ G 

Some skills are best taught by chaining. These are skills involving several 
actions to be done in the right order, e.g. eating with a spoon, tying a 
knot, putting on a coat, making tea. First, list all the steps needed to 
complete the skill to be learnt. Reward should be given only wifhen the task 
is complete^ not half way through. For many skills.* the teacher herself 
does, or prompts, all but the final step. The pupil does the final step, gets 
the satisfaction of completing the task, and is rewarded. When he has 
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learnt to do the final step easily, the pupil must do the final i'^o steps.. 
Utt!e by little she works back through all the different steps unt.l she 
knows the complete task. Example:- 



To start with, the 
teacher physical ly 
procnpts or does steps 
(1) to (6). The 
pupi I does (7) 
and gets a reward 

When (7) can be 
done easi ly • the 
pupi I is required to 
do steps (6) and (7) 
before getting a 
reward. 



After succeeding in 
this, the pupi I 
learns to do (5), 
(6) and (7) after 
the teacher has done 
the steps (1 -4). 



And so on. 

For many tasks the 
teacher may give 
physical prompting 
to help the chi id 
to do the first 
steps, which gives 
more opportunity 
for learning than 
if the teacher simply 
does them herself . 



( 1 ) P i ck up sock 





(2) Rol I up sock 
i n hands 



(3) Put over toes 



(4) Pul I down 

towards heel 




(5) Ease over heel 




(6) Pul I over ankle 




(7) Straighten it 
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4.6 TASK ANA LYSIS 



The process described above, i.e. breaking down the task of putting on a 
sock into 7 separate steps to be taught, is known as task analysis. Many 
skills which would be very hard for a mentally handicapped child to learn, 
can be learnt if the teacher first uses task analysis and then teaches by 
the chaining method. 

♦ Example: Tojboil and eat an egg. 

1. Get pan, spoon, bowl, egg (with care). 

2. # (Light cooker/heater). 

3. Place egg in pan, gently. 

4. Fill pan with water to cover egg. 
5- Place pan on heater. 

6. Watch water come to boil, then reduce heat. 
7- § Set timing device. 

8. Watch for time signal. 

9. Switch off heat at correct time. 
10. Fill bowl with cold water. 

IK Use spoon to lift egg from pan into cold water. 

12. Wait for egg to cool. 

13. Remove egg from water. 

14. Crack shell with care. 

15. Remove shell and put egg on plate. 

16. Eat egg with small spoon. 

(2.#) The method of heating used will depend on what is available at 
school, and on what is normally used in the pupils* homes. This 
step may need to be taught separately, using its own task analysis. Or it 
may be that the child cannot safely learn this particular step yet. Yet he 
can learn to master all the rest of this task, and then go on to learn 
more difficult cooking skills before learning to light the cooker. 

(7.§) The 'timing device' used will depend on whether the child can 
read the minutes on a clock. If not, the teacher may devise some 
sort of timer, such as a sand-flow timer, a music box, or show the child 
some task that he must do which will take the right amount of time. The 
important thing here is that the pupil should have some means by which he 
can tell that the right amount of time has passed, without having to ask 
the teacher. 



Task analysis breaks the task into easy steps, which the pupil can learn to 
do. Steps are usually taught by backward chaining. The teacher prompts, or 
herself does, the earlier steps; the child then tries the new steps; afKi ends 
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up doing unaided the final steps which she has previously learned* Although 
this method makes learning very much easier, it Is still necessary for the 
pupil ^J:o be deveiopmentaily ready to learn each of the stages before 
starting. 

♦ Examples: the child mho is learning to put on a sock must have enough 

grip to be able to hold the sock, and be able to bend so that 
he can reach his feet. A child learning to serve a cold drink should be able 
to pour water from a jug into a cup without spilling. A child learning to 
tie a shoelace must be able to handle laces well enough to thread beads, 
wrap string round a parcel etc. 

A- J GENER ALISA TION 

Mentally retarded people find it hard to generalise what they learn. By this 
we mean that if a pupil learns to do a task in one situation he does not 
necessarily know how to transfer that skill to another situation. 

* Examples: a pupil can tie together two pieces of shoe-lace on a frame, 

yet he may still not be able to lace up his shoes until he is 
re-taught to tie laces on shoes. A chiW may know which of two toy cars 
is *big' and which 'small*, but that does not mean he knows which of two 
boxes is big and which small. He may be. able to say *chair' when asked 
"What is this ?" referring to the chair in the classroom, but he may be 
unable to use the word 'chair* in conversation, and he may not be able to 
name the chairs at home. 

This shows some important lessons for the teacher to learn, 

# We must teach skills in situations similar to those in which 
we expect our pupils to use them. (For example, to teach a 
child to handle money, we must take him shopping in real shops). 

* We must give lots of practice using many different materials 
and equipment if we want our pupils to learn abstract ideas 
like size, colour etc. 

HI We must encourage pupils to use words in situations other 
than in response to the teacher's question "What is this ?" 
(This and other aspects of language learning will be 
discussed further in the next chapters.) 
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4,8 PLANNING AND MOVING ON 

As indicated In Chapter 3» the teacher should choose for each pupil one or 
two tasks to work on from each section of the charts, (motor skills* 
communication and language skills, self help skills. pre-number» pre-reading, 
pre-vocational etc.) For each pupil, at any time, the teacher ahouW have 
chosen and made a note of between 4 and 8 tasks on which that pupil will 
work regularly until they are completely learnt. 

When the teacher has chosen a task to teach a pupil, he must decide on 
his criterion of success, i.e. what the pupil should be able to do when the 
task is completed. When this criterion or standard is reached, the pupil 
stops work on that task. The teacher gives her a new, more difficult task 
to work on. 

* Example: the teacher may decide to teach a particular child to match 
pictures. The teacher may decide that when the child can 
match a particular set of 20 pairs of pictures without any help or 
pron^ting, the task will be regarded as complete and the pupil ready for 
the next task. The next task may be a harder matching task (e.g. shape 
matching or word matching) or it may be a sorting task. Or it might be to 
use another set of pictures to see if the pupil has generalised her 
matching skill. 

It is not possible to say in advance how long a particular pupil will spend 
in learning a particular task. The teacher should aim to define tasks in 
such a way that the pupil should completely learn them in about a month. If 
the pupil takes less time, then move straight on to something harder. If the 
task is not complete in a month, then the teacher should consider 
redefining it to make it easier. (In the above example, instead of trying to 
teach the child to match 20 pictures, the teacher could aim to use just 5; 
and when the child succeeds with 5. add ^nothar 5 and so on). 

* 

Pupils should not be left to become bored with what they are doing. When 
the teacher sees that a child has worked for long enough at a particular 
activity, there should be a change to another task. The new task should be 
of a different sort, in another field of skill. But if the pupil is 
concentrating on what he is doing and is getting on happily, the teacher 
should not take him away from it simply for the sake of change. 
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S.O COMMUtsJICATIOIsl 



5.1 A VITAL ABILITY 

One of the most important things a mentally retarded child or adult needs 

to learn is how to talk as well as possible. People who cannot talk properly 

are usually considered very stupid, even if they are not. 

The disabled or mentally retarded person has 
a more difficult life if she cannot say or 
show what she needs. Other people will more 
easily accept her as Mike themselves* if 
they can talk to her in an ordinary way. Being 
unable to speak well is often the most obvious 
feature of mental retardation- Many parents, 
especially those who are more educated and of 
higher social status, say that their child has 
a "speech problem" when the child is in fact 
mentally retarded. 

"Speech", "Language" and "Communication" are 
separate skills. They develop separately. 
They are all needed in order to talk 'like 
normal people*. 

♦ Speech is the ability to make sounds correctly, and to put them 
together so that they flow easily with the right sound and 
rhythm. The result is that they can easily be recognised and understood as 
words and sentences. 




Speech is more difficult foD? people who are deaf or have cerebral palsy. 
Many mentally retarded chil^en have difficulty learning to speak clearly. A 
few children have special problems with speech, without seeming to have any 
other handicap ~ maybe they have undiagnosed deafness or have problems 
with sound perception or imitation skills. 

♦ Language is a system of communication which includes 'vocabulary* and . 

'grammar*. Vocabulary may be spoken words, or signs made with 
the hands, or symbols drawn on papcsr. Grammar consists of rules for 
putting together the words, signs or symbols. 

* Communication is the passing of information from one person to 

another. This can be done by using language, or by sounds, 
or by simple gestures, facial expressions, body movements etc. 
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Communication enables a person to express herself, and to make things 
happen, e.g. by indicating what she wants. We need better communication 
skills to express more complicated messages so that the meaning is clear. 
Some children with weak communication skills may try to communicate with 
aggressive behaviour e.g. kicking or shouting. If they learn more effective 
communication skills, the unw^^nted behaviour is likely to be reduced. 

5.2 VARIATIONS IN ABILITIES 

Some children have speech, but not language skills. Amir, for example, can 
repeat perfectly any word said to him - even a long word like 'motorcycle* 
~ but he does not know what the words mean, so it is not communication. 
Amir's only form of communication is smiling or crying, like the 
coiomunication of a very young baby. 

Other people have language ability but no speech. Chohan, with severe 
deafness, has never learned to speak (because he has never heard speech). 
When Chohan communicates with signs he is using language. He may also 
learn to read silently and communicate by writing. Similarly Fauzia, a 
severely spastic child, cannot speak but follows conversation taking place 
around her and clearly understands what is being said. Fauzia can also 
communicate by signs or by showing cards with pictures or words written on 
them. To nod and shake the head for *yes' and *no' is to use a very simple 
sign language. 



A small baby or a profoundly handicapped child may have no language, yet 
still be able to communicate likes and dislikes by facial expression, body 
movements or sounds. With people who know her, a child may be able to 
communicate effectively even with very limited speech and language. 




Bushra runs to anyone who comes into the 
school playground. She says "usi, us/", 
holds her hand up twice like a policeman 
stopping traffic and then runs off. Her 
speech is poor : the word she is trying 
to say is "kursi" (chair). The language 
she is u<^ing is limited to one word and 
only one gesture (meaning "wait"). 



People who have met Bushra before 
know that she is communicating 
"Wait there while 1 fetch you a 
chair." With improved language 
skills, Bushra will be able to 
express herself so that she can 
be understood by strangers also. 
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Parents and teachers of special children, whether mentall/ retarded or with 
other disabilities, often feel that 'speech* is the greatest need. In fact, for 
these children to learn to talk, the first priority is usually to increase 
their ability and wish to communicate . Once children develop the habit of 
communicating, it becomes easier to solve speech or language problems. 
Teachers and parents should encourage children to communicate as much as 
possible, by whatever means, and should re^ond appropriately when they try 
to communicate . 

The teacher, and also the family, should be ready to encourage 
communication at all times of the day, during all activities, not Just during 
planned 'language lessons'. 

Many mentally retarded children will learn to talk in the same way as 
normal children, but they learn slowly. They need much encouragement to 
talk in ways appropriate to their stage of development. Their language 

development is delayed , but not abnormal. Some have problems with some 

pre-language skills, such as imitation, which need special practice. Many 
children w^o are mentally retarded also have ^ some hearing loss, which will 
affect the development of speech and language skills. In some of them, the 
hearing loss may be permanent. In others, it may occur from time to time 
as a result of catarrh or ear infections. If at ail possible, these 
infections should be medically treated. 

♦ 'Tongue-tie* ? Some families believe that their child has difficulty in 

learning to talk because of 'tongue-tie'. This is very 
seldom true. If a child can suck, and move her tongue while eating food, 
then her tongue is not 'tied'. Because of this mistaken belief, some deaf, 
spastic and other disabled children have had thejr tongues cut, causing them 
pain and difficulty in their efforts to speak. After this operation on the 
tongue, some children give up ail attempts to s^oeak. Without the operation 
they would probably have made some progress. 

* Language delay alone. There are a few children whose use and under- 

standing of language is delayed, while most other 
aspects of their development may be normal. These children are not 
mentally retarded. They may have other skills, not involving language, that 
are equal to those of normal children of their age group. They should be 
taught to talk, using methods of the sort described in this manual. 
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5.3 COMMUNICATION: D IF FERE NT KIND S OF MESSAGES 



A baby communicates by crying, face and body movement and special sounds 
when she is happy. At first these are not intended to be communication, 
but as she gets older they become intentional. Young children, as well as 
adults, communicate many different kinds of message: 

- "WANT" requests or demands...f or objects or attention or action. 

- "NO" protests or refusals. 

- "HELLO/BYE-BYE".... greetings in welcome or on parting. 

~ "LOOK" making comments ... indicating something he sees or is doing 

or describing something (e.g. making 'brrm brrm^ noise when in a car). 

A type of communication that develops a little later is : 

- "WHAT?".. ..questions.. .both asking and answering. 

Any of these messages can be communicated 
by gesture, sounds or words. The baby 
communicates that she WANTS something 
by crying. When she is a little older 
she can show what she wants by pointing, 
calling for attention, holding out her 
arms to be picked up. 

A small baby, on being shown a spoonful 
of some food he has never tasted before, may close his lips and turn his 
head away. This is his way of saying NO. He may struggle and scream when 
his mother is trying to put clothes on him:- again the message is NO. 

The baby's smiles and gurgling sound on seeing her mother are the earliest 
way of saying HELLO. 



The baby may point to something that interests him, but even before he is 
able to do this he will indicate something by looking at it, then at 
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his mother, then back 
again. The child may 
make a noise with his 
rattle or other toy, 
then shout to attract 
attention to what he 
has done. 




5.4 PLANNING TO TEACH COMMUNICATION SKILLS 

As with all teaching plans, we must first find out what our pupils can do. 
We must observe the pupil and see which of the many different kinds of 
messages she tries to communicate, and whether she uses gestures, sounds 
or words. We need also to know whether she is able to start communicating 
of her own wish, or whether she communicates only in response to another 
person's communication. 

When we have found out how each individual child communicates, there may 
be three things to work on : 

1. To enable the child to communicate more kinds of messages. 

2. To teach her both to respond to others and also to be the one who 

starts a conversation. 

3. To teach more advanced communication skills, i.e. ways that other 
people can more easily understand and that can be used to 
communicate more complicated ideas, as the need arises. 

To begin with, we may wish to increase the number of kinds of message the 
pupil tries to communicate. In order to do this we need to find ways to 
make him want to communicate. 

Small babies communicate 'involuntarily' i.e. without thinking about doing so. 
After a few months, the normal baby is communicating intentionally. The 
change happens because the baby learns to relate to other people. She 
begins to find out that she can change her situation by communicating, e.g. 




she can get other people to do things for her which 
she cannot do herself. The child who is not 
communicating must therefore first be helped to 
relate to others and to realise that she can have 
some effect on the things and people around her. 

We can help a child to relate to other people by 
playing with her as we would play with a small baby, 
using lots of physical contact:- tickling, hugging, 
rocking, bouncing on knees, with laughter and noises 
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and plenty of eye contact. (The child who will not make eye-contact is 
discussed on page 28). 

The teacher, family members and anyone else who spends time with the child 
should be alert for occasions when she seems to be trying in some way to 
change her environment - the things and situation around her. The child 
should be helped to achieve her goal, which will encourage her to see the 
useful effects of communication. 



5^5^ REACHING __SPEC!FIC COMMUNICATION^ SKILLS 
Teaching the pupil to: 

"* make re quests: Take note of what things he likes, or what actions he 
likes to do, and then wait until he makes any sound or movement 

before giving 
him what he 
wants. In time 
he will learn 
movements or 
sounds to make 
'requests'. 




~ Protest or refuse: Most children seem to know by instinct how to 
communicate "NO!" If a pupil does not, see how she responds if you give 
her something bitter to taste; or do something she does not enjoy; or stop 
suddenly during an activity she does enjoy, or let another child take her 
toys while she is playing. She may then protest in some way. 
(Observe the results, but DO NOT base teaching plans on them:- the child 
should not connect her attempts to communicate, or to relate to others, 
with unpleasant experiences.) 

" ^[^e^reetif s: during the day there are 
many occasion, for greetings. Everyone 
entering the room may 
greet the child, saying 
hello or shaking hands, 
waving bye-bye on leaving, 
or any other simple, 
appropriate greeting. In 
time, she will start to 
respond and imitate. 

" Make commen ts: the child will learn to look at and describe things by 
following the example of those around her. Both the teacher and the 
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parents should point at things, 
with the child, naming them and 
encouraging her to do the same. 
Talk simply about whatever you 
are doing together, keeping 
alert for the child's response 
in whatever form. 



* Ask and answer questions: 
Questions and answers are more 
difficult kinds of message for children to communicate. The ability to do 
so usually develops later. 

- Answer: Make it easier by giving the child a choice. Try not to ask 
"What do you want to play with Ask instead "Do you want to play 
with bricks or your doll?" 

Ask the child "Do you want tea 
or fruit juice ?", rather than 
"What do you want to drink ?" 

Your pupils should often have 
the chance to choose what they 
want to do, from a range of 
choices that you name for them. 

- Ask: "Do you want...?" "Would you like...?" If the teacher asks such a 
question of each child before giving them food, or letting them sit to listen 
to music or play their favorite game, the children learn not only to answer 
questions, but how to ask them as well. (If a pupil says "No", his wish must 
be respected - otherwise he will see that the question has no meaning). The 
teacher may tell one pupil to ask the other children these questions before 
giving out drinks etc. 

The teacher herself should ask questions when working with a child. Looking 
at a picture book, she may ask "Whafs that ? It's a car", both asking and 
answering herself. The pupil may soon start to imitate, saying "that" while 
pointing at an object, meaning the question "What's that ?" 

Other question words may be learnt by turn-taking games e.g. hiding games, 
where first the teacher and then the pupils take turns to hide objects 

round the room, asking "Where's the ?" When it comes to a pupil's 

turn to ask the quesf^on, she has already heard it several times from 
teacher and other pupils and can more easily imitate. 
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As in alt teaching activities, it is important to combine FUN with some 
CHALLENGE for our pupils. If they are to learn well, they must enjoy their 
learning. There should also regularly be some new element, however small. 
The teacher should take care to give her attention whenever the pupil is 
trying to communicate something. 

If a child does not seem to be learning to communicate very much, it may 
mean either that she is profoundly mentally handicapped (in which case she 
is probably also making little progress totvard walking or movement); or else 
she may be severely disturbed; or she may have severe hearing loss or 
visual impairment. A deaf child should be able to learn to communicate, 
though he may not be able to learn to .speak. The teacher should always be 
looking out for ways in which the child is communicating. 

Children with severe physical disability, who are of average intelligence, can 
usually learn some method of communicating, even if it is only by using a 
code of eye movements. Children who have been blind from a very early age 
may have difficulty in communicating if they have never seen any of the 
normal forms of non-spoken communication used between adults, older 
children and babies. 



5.6 INTERACTING WITH PEOPLE 

The development of relationships with other people is an essential stage on 
the way to communicating. During their early years, normal children spend 
their time in relationships with close family members. Children with mental 
retardation, even after their early years, may still need to relate to their 
teacher in the same way as a baby does to its mother or sister. The baby 
learns to relate by having a lot of physical contact, by physical activities, 
with lau^ter, noises and eye-contact. The mother, mother-in-law, aunt or 
older sister, carries the baby around and they look at things together. 

There may be a ^conversation' without, the baby using any ordinary words : 

baby : (points at mother) 
sister: see munmy 
baby : am 

sister: mummy's making chappatis 
baby : err 

sister: see Kow she claps her hands (demonstrates) 
baby : (claps hands) 

sister: what a clever girl, you want to make them too 
baby : (leans towards mother, whimpers, shows she wants 
to go to her) 

In this 'conversation* the baby uses no ordinary words. Her sister responds 
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to gestures and sounds as in a normal conversation. We need to be able to, 
rLte to^r pupils in this way. Children with handicaps often take longer 
to respond - it is important to wait for the child's response. 

Interacting with people may involve looking at things together. In the above 
example, baby and sister both looked 
at mother. The child's gaze will shift 
from the object to the speaker and 
back again. We must start with things 
that will easily interest the child. 
If the child is interested in some 
object, maybe sequins on the teacher's 
clothing, a piece of jewellery or some 
brightly coloured object or toy, then 
we must also look at it with the child 
and talk about it very simply. Look at 
picture books together, and talk about 
the pictures, pointing to them. 
Whenever the teacher or any other 
person is doing an activity with the 
child, she should talk simply to the 
child about what they are doing. 

Taking turns is also an important personal interaction 

peop^^ take turns to speak. We say something, then wa.t for the other 
pe^n to say something in turn, then we reply. (Again, people w.th mental 
handicap may take longer to respond - we must give them time). 

The teacher should find 
many simple activities to 
teach a child to take 
turns, e.g. taking turns 
to pal a balloon to keep 
it in the air; building a 
tower of bricks, taking 
turns to put one brick 
each; clapping hands in 
turn, etc. Taking turns 
may also involve imitation 
(copying), which is a 
very important skill. 
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5/ / LEARNING TO IMITATF 

hJiation - copying what someone else does or says - is an essential skill 
tor communication, languace and speech. 

A child learns most easily to imitate actions. Begin with actions that the 

^^nffv'^?''"^!^'^.-.^^^ ^'"^ ^ ^^^^^<^y within her 

K ^^"^ ^^''"^ ^" ^« stretching her arms, or 

[^J'Vr teacher should copy. If the child repeats the action. 

^Inf^ n'"'^'" 'r^^'' '^'^^'"^ necessary, use a physical 
prompt Drumming or clapping hands are fun actions to imitate. (Wait to 
give the child enough time to respond). 

When a pupil has got the idea of imitating actions, see if she can imitate 
sounds. Again start with sounds the child makes herself. Any sound the 

child produces, the teacher repeats 
in the same way. The child may 
in turn copy the teacher ~ she 
should be praised and rewarded 
for imitating, and so will 
learw that imitating is a 
'good' thing. 

Often a child likes 
to imitate animal or 
car noises before she 
can say real words. 
This activity can be 
done with a group of 
children of whom some 
can already make the 
sounds easily. Pupils 
who still are learning will then 
join in more easily. Children may 
be less self-conscious if they 
make gestures with their arms at 
the same time as making the noise 





H^L^!!^ ^^'^"^J^"^"^ ""^"^ imitation skills, until he can 

imitate words and complex sentences (Chapter 8). 
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<S^O UMDERSnrAlslDIlslG WORDS 



The first words that a child understands are used to communicate in 
certain special situations (e.g. 'no', 'Bye bye', 'Come here', as seen ^n 
section 5.5). The child learns to listen to and understand these words by 
hearing them often, in situations where the meaning is obvious. But learning 
to understand and talk about things and actions in a more general way 
needs more complicated skills. 

6.1 MAKlt^ MENTAL PICTURE S 

When hear the word 'cat', we have 
a mental picture in our minds of a 
small, furry animal. How does a child 
learn to make such mental pictures? 
Before he can make mental pictures a 
child must reach the stage of mental 
development where he can remember the 
existence of an object he cannot see. 

A small baby does not look for an object that falls or rolls out of sight, 
because if she cannot see it she is no longer aware of its existence. 
Lattf^, by the age of one year, the normal baby looks for an object that 
has gone out of sight. She now has a mental picture of it in her mind. 

To make this kind of mental picture, 
the child also needs to be able to 
tell the difference between one kind 
of thing and another. Give a normal 
baby aged about nine months a spoon, 
a comb, a ball and a shoe, and she 
will behave the same way with each of 
them: turning them over, taking them 
to her mouth, biting, rubbing them 
against her face, banging them on the 
floor, throwing them. She has not yet 
learnt to tell the difference between 
one object and another. 

A few months later the child will take the spoon to her mouth, put the 
comb against her hair, throw the ball and put the shoe against her foot. 
She has found some differences between the objects. She is ready to 
learn that they have, different names. 
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To team to tetl the difference between various objects, the child must be 
allowed to play with many kinds of things (not only toya):- grasping, 
handling them, banging them. She will discover by experiment that there are 
differences of feel, weight, sound, taste. (Blind babies have special 
problems in making mental pictures - see p. 78) 

In most languages, words are not obviously related to the object they 
represent, e.g. the word 'tanana" or the word "co¥»" does not in itself look 
like the object represented. We would not understand the word for 'cow* or 
•banana' in a language we had never learnt. To speak, we must understand 
that one thing (or sound, or sign) can represent another. 



A child can be encouraged to play with objects in such a way that one 
thing represents another, e.g. using a box as a toy car or a piece of tube 
as a telephone. 
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6.2 STARTING TO USE ANP tINOERSTAND WORDS 

Parents think their baby has started to taJk when she ^^V^^"^^^^^^ 
•mum' and 'dada'. These are sounds that any baby makes when she is 
riied Parents usually show that they are pleased with these s^nds ^ 
the baby learns to use th«n to get parents' attention - the baby f .n^ 
them more effective than other sounds. Ji^y are not learnt ^^^^^^ 
words- the baby does not at first give them any meaning, but rather they 
a^ a way of communicating her wish for attention. A Pakistan, baby's 
?"st word' may be 'mum', which parents take to mean 'food'. An Eijg^ 
baby's first word is often 'mum', understood by par«its to mean mother . 
Similarly, adults find local meanir^s in sounds like 'dada . "papa . aba . 

A small chiW next learns several words as names P-^^'^^'^^^f^i*^^' 
without a correct 'mental picture' and without 9eneral,s,na the na.^e. He may 
learn that his special chair is called "chair", and P°"^ to it when 

'Zli ^L. is Tour chair 7" or even ^y;'^^^;' 

yet know that other chairs are also called "chair", and that ^^air ^ the 
oenera/ word for all objects of that type and purpose. The child mi^t be 
SHo T^nt to his mother's ear when she asks "Where's my ear If 
Slher aS^s "Where's my ear ?". the child may still point to -t^H.: he 
does not yet understand that father also has ears which are called ear . 

» Growth of understanding: ... 
A child will have some grasp of a word before ^^l"^;;;;^' 
it but her understanding may be incomplete, not ^eing generahsed. She 
recognises a word as being one that she knows, and she rememb^ the 
mea^ng. before developing the ability to recall it .n her own m.nd. wiH 
Tecogl?;* the word "shoe" when she hears it. and may respond corr^t^^ 
questions like "Where's your shoe?", before she b^omes able tojememb^ 
Zd use the word "shoe" in her own conversation. She may also be able to 
imitate someone else saying it. 

For a pupil to use a word correctly, she needs the 
right mental picture of what the word means. If she 
is to use the word "chair" 
correctly she needs to know 
that this object is a 
"chair", and that the table 
is not a "chair". If she 
learns to say "chair" when 
her teacher asks "What is 
this?", with teacher always 
pointing to the same chair, she may not realise 
that all the other chairs in the room and those 
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in the next room and the armchair at home are all called "chair" She may 
have learnt only that she gets praise for saying "chair" in ans»^ to a 
certain question. 




Even thoug^^^^^ sit on a bed. it Is not called "chair". A small table 

IS not called •chair", even though it does not look very different. What 
about a stool, a bench or a sofa: are we right to call them "chair" ? 

When we are teaching words to our pupils, we must use them in many varied 
situations, so that the children grasp the general meaning, not only that 
this word names one particular object. 



1 > Chair 

Sit on the cha i r 
That's his cha i r . 
Let's move your cha i r . 
This is my chai r . 



2^ Shoe 

Where's Ehsan's shoe ? 
Let's clean your shoe. 



What nice new shoes ! 
Arif* s got dirty shoes . 

Each pupil in the class may then take turns pointing to his shoe or her 
chair or another named pupil's shoe. 



LZ "J^r'' K <^°- -ot, at first, know why it is 

calkd car Is .t because this big noisy thing has a certain colour ? Or is 

mTes%°.f t ''^^''^ '"-'<^« because 

L a : . f ^ ""^ '^^""^^ it -"oves. she may use 

the word -car' for ^ny thing that moves e.g. bus. bicycle, boy running We 

rrecTmlta/ t ° -til they have forced a 

correct mental ptcture by hearing the word used correctly ^ith many 

K Ir''"lj^r'''"- ^" 9° ^^ough this stage. MenUHy 

hand.capped children may remain in it for some timS ^ ^ 
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» There are five stages for a child to Seam to 
communicate with a new word : 

1. Recognising the word as one which she has heard many times before. 

2. Understanding (probably limited to start with). 

3. Using the word imitatively. 

4. Recalling and using the word without help (not always correctly). 

5. Having the right mental picture and understanding of the word and 
using it correctly in many differ«it situations. 

Most children use words to make 
comments before they use them 
to make requests. The child may 
see bananas in a 
shop and point 
and say •'banana". 
However, if he 
actually wants a 
banana to eat, he 
may not be able 
to find the word. 
He may just point or use a general 'want' 




word like "mum" 



or "give". 



His excitement 




because of 'wanting' stops him recalling the exact word he needs. 

A strong wish to please, or fear of failing, or shyness, may stop a child 
from answering the question "What is this T*, even if at other times she 
can use the word. Children pass through a stage of constantly asking 
"What's this and it becomes a game that pupils enjoy playing* but It is 
not usually helpful to use direct questioning before the child is ready for 
it. It may. however* make an enjoyable group game where some children can 
answer correctly and others just enjoy making sounds although not really 
learning the words. 



It is a good idea if the teacher can bring in new words during everyday 
conversation about what she or the pupils are doing, using simple sentences 
with much repetition. The pupil should start to imitate the teacher's words. 
(If he does not start, he may need to practise imitation activities or some 
of the other earlier stages (Chapter 5)). For example, while using an inset 
board the teacher may say. "Let's find the car". •'Let's put the car**, etc. 
The teacher may look at a picture book with the child, talking very simply 
about the picturei often repeating the word she wants the pupil to learn. 
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A simple repetitive activity that many pupils enjoy is posting objects into a 
box, when the teacher will say •t)olly's gone" etc. - the pupil hopefully 
imitating - then opening up the box, saying "Here's dolly** etc. When a pupil 
starts to use words, the teacher should decide on a list of up to 10 words 
to work on for a month. She should use each of these words several times 
daily in talking with the pupil and help the child to imitate and use them. 
After a month, the list should be revised and new words introduced. 

Be sure always to use 
the same word for an 
object: do not call 
the school vehicle a 
%ragon** one day, the 
next m "motor", then 
•tHis" etc. Decide 
which word to use, 
then stick to it. 
Try to discuss with 
parents which words 
you intend to teach 
each month with each 
pupil. If the family 
uses dialect words at 
home, decide together 
which word to use. 




ERIC 



IMPORTANT NOTE: It sometimes happens that parents whose child does not 
apeak may stop talking to the child, or talk less than they do to other 
children, because of the child's lack of response. This is understandable, 
but that family is making a serious mistake. The handicapped child needs to 
be talked to more than the normal child, and to be given specially planned 
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opportunities to respond, if he is to learn to t^k h.^.f . '^^J^^J^t 'Z 
uSkn and listens to ^«• children, describing «*at she .s doing, -"^t the 
SiSd is do];^lways encouraging the child's respond.. Parent. W other 
family meiabers must be encouraged to do the same. 



"THE TEACHER MUST 
PAY ATTENTION 
WHEN A PUPIL IS 
TRYING TO SAY 
SOMETHING !" 




A -i DIFFERFMT KINDS OF WORDS 

The child's first words are likely to belong to the following categories. 
lUTen^ decides which new words to teach, the tocher should choose so 
that the pupil is able to use some words of each kind :- 
People's names e.g. names of family, friends. J««<=hers. 
Obfect names e.g. cup. ball. shoe, cha.r. - Ik book. 

Social words e.g. bye-bye. yes. hello, no. don t. thanks. 

Action words e.g. sit. eat. stand, give. go. gone. wash. 

I^scribTng lords e.g. more. big. good. fast. red. my. broken. 

A* *Ki. ...rlv staoe try not to use alternative names for the same thing. 

r wtT in' w^ys that have different m^ni^. ^^'^ ^ J 

good rule when writing books, but not an easy tasfc/Z Lat«- on. chH**" J^' 
^ to learn that objects may have many names and words may have many 
S4s. Discuss new words with parents so that the child hears the same 
at school and at home, to avoid confusion. 

Sometimes . pupil may not wish to use a particular '-<ri ^ecauseit Js ha^ 
to sav or because someone laughed at him or corrected him when »*• 
: Z' " making him shy. (This can happen to any of us even as^dultO 
Do not force the child to use it. but leave it alone for a few weeks. Ihe 
c^ild may by then have gained confidence while learning other new words and 
so be ready to try again. 

••Don't" is a very important word to understand. A pupil may seem to be 
— - di^ient'wIT^in fact the problem is that ^J^\^\'^^''^ 
or understood this word. Then, if the tea cher says "l^on't get up . she 
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understands only "Get up". In such cases always emphasise the neasiivB 
command^ so tl«t the child clearly hears it. It helps ^aTgroi fn 
*h.ch the teacher or pupils in turn give some positive aril ^ J. 

yrr^?S:v^gon.rrdo:c;.i- '--^ Hands-.-^r:; 



Action ^ords should be introduced in ordinary conversation, and in play with 

uont ) may also help to teach action words. Pupils more easily learn these 

r • P''^*"'-''^ °f their meanings! by pS 

games where they must do. or mime, various act.ons on reS2e;t. or ie2 
what action is being mimed. =Mu«it, or guess 



Pictures may be drawn, 
or cut from magazines 
of people and animals 
doing many different 
things which the pupil 
describes and mimes. 
Dolls can be used to 
demonstrate actions 
<e.g. eat, sit. kick, 
sleep). 













When a child first uses 'describing words', she may think of them as part 

Jn^ nq That tii f'^* " ^"'^ '^^''^ --"•<J. "ot 

^^r ^^lli i ? ?. ""^"'"9 Of its own. She may have a toy 

car called the "red car", not knowing the meaning of 'red'. A boy Ly s^J 
he will 'Vun fast" and "fall down" without knowing that 'fast' and W 7rl 
separate words from 'run' and 'fall'. 

To enable pupils to understand these words and use them in a general wav 
we have to work on developing their mental pictures. (See ChaptraT 



» Use of had' words 



Often when a child is beginning to talk he uses some 'bad' words Children 
easily learn these if they hear adults using them, because adults oft« t^C 

X cMId-: ItSl"' 'I'''' ^"-'^ -"^^ in a s?trati:n' 

wmere the child s attention has been drawn to what t<i or^in., ^« / ^ 

someone hitting his finger with a hammer; two p^op^qua relfr^ 'ibis fix^ 
the words more readily in the child's mind. ^* 
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If MM do not want the child to ust thtM words, wt should avoid using thm 
oursslvss. Ws should i flnors thsm if ths child or somsons siss usss thsm. 
Ths child must not get the ides thst to use these words is s good wsy of 
getting attention i 




We can see from this, that those words which we do want the child to 
learn should be spoken in a clear, emphatic way, and in situations that the 
child will find interesting. 



Undmrsisnding Words p. 51 



RROM WOROS "TO COM VERS ATI OIM 



7 J GETTING PUPILS TO TALK 



Getting papila talking is more important 
than having set language lessons 

To encourage a pupil to talk, the teacher must have conversations with him 
about iMhatever he is doing or looking at. Of course, the teacher must 
learn to speak and then be silent, to comment and then keep quiet, so that 
the pupil has a chance to take his turn at speaking and has enough time to 
get the words ready in his mind and say them ak>ud. The teacher shouki 
make the sort of conversational remarks or comments that encourage 
response, rather than giving commands or instructions. 

The pupil needs to be able to give attention at the same time both to what 
is being talked about and to the teacher with whom she is talking. If this 
is difficult for her, look at Chapter 5 and practise the activities listed 
for interacting, looking at things together and taking turns. 

The teacher should use short sentences, spoken clearly, talking about the 
activity the child is doing. Full attention must be given to mhat the pupil 
says. The teacher's reply shouki help to fill in missing words and continue 
the pupil's thoughts, reinforcing the pupil's efforts by repeating the words 
he has introduced. 

Pupils often mispronounce many of the words they use. While replying, the 
teacher should say the same new words correctly, but not make a fuss 
about the pupil repeating words. At this stage it is more important to build 
up the pupil's willingness to communicate by talking. Speech will become 
clearer as the child uses it more often. 

The teacher may of course sometimes misunderstand what the pupil is trying 
to say, in which case the pupil should be encouraged to try again. 

» Child playing with toy cars 

Khurram: Brrmbrrm 

Teacher: The car is going down the road. 

Khurram: Car. 

Teacher: Do you go in a car ? 

Khurram: Car home. 

Teacher: You go home in a car. 

Khurram: Nunmy. 

Teacher: You go home to mufwny in a car. 
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# Pupa washing cups 

What are you doing, Bibi ? 
Caps. 

You* re washing cups ! 
Wash cup. 

They're nice and clean I 
Wash clean. 



Teacher 
Bibi 
Teacher 
Bibi 
Teacher 
Bibi 
Teacher 
Bibi 
Teacher 

Bibi 

Teacher 

Bibi 

Teacher 

Bibi 

Teacher 




You wash them clean. Are there any more ? 
Finish. 

You finished washing the cups, good girl. Do you 

have anything else to wash ? 
Najma plate. 

Is Najma's going to wash the plates ? 
Yes, NaJma wash plate. 

Well done. What would you like to do now ? 
Tape. 

You want to hear a tape. Let's find a tape. 



% Pupil building with lego bricks 

Khalid : This shop. 

Teacher: This is a shop, is it ? 

Khalid.: This Daddy shop. 

Teacher: It's Daddy's shop. What is Daddy selling ? 

Khalid : Daddy vechable. 

Teacher: He sells vegetables. It's Daddy's vegetable shop. 

Khalid : Sit here. 

Teacher: Daddy sits here* Where do you sit ? 

Khal id : This me. 



# Pupil sewing on button 



Najma 

Teacher 

Najma 

Teacher 

Najma 

Teacher 

Najma 

Teacher 

Najma 

Teacher 

Najma 




Sew. 

You're sewing a button on ? 
Yes t bu t ton-^on . 
You're sewing on a button ? 
Yes, button* 

That's a big needle your using. 
Needle, look, aoochi 

It's a sharp needle, did you prick your finger ? 
Yes, finger, aool aool 

Never mind, that was last week you pricked your 

finger. Is it better now ? 
Better now. Button now! Betternow--Buttonow! Ha Hall 
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# Pupil playing mt putting doll to bed 



Teacher 

Bina 

Taacher 

eina 

Teacher 

Bina 



What's dolly doing ? 
Del ly tire» bed put. 
Doi iy is tired* 

so you put her to bed. 
Sleep, Dol ly. 
Is Dolly going to sleep ? 
Dol ly sleep now. 




* Whmt did wm do ymMterdmy ? 



T' cher : 
Majtd : 
T'cher: 

Majid : 
T'cher : 

MaJid : 
T'cher: 

MaJid : 
T'cher: 



Hajid : 

T'cher: 
MaJid : 
T'cher: 



MaJid, tell me, what did we do yesterday ? 
Bus. 

Yest we went 
out in the bus. 
Out, bus. 
Where did 
we go ? 
Park. 

Yes, we went 
to the park. 
Park, swings. 
Did you have 
fun on the. 
swings ? 




Swings, Sa! im 
fall down off. 

Salim fell down. Did he fall off the swings ? 
Ho swings. Akbar push, Salim fall off down. 
Salim fell down off the swings. 



# Pupil 

Teacher 

SaJJad 

Teacher 

Sajjad 

Teacher 

SaJJad 

Teacher 

SaJJad 

Teacher 



gardening 

What are you doing, SaJJad ? 
Water. 

You're putting water on the plants ? 

Water on p^ant. 

Are there any flowers yet ? 

Here any-f lower. 

Yes, here's a pretty flower, are there any more 7 

Here pretty-flower more. 

Yes, here are lots more pretty flowers. 
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Whwt asking a pupil a quaalion, it thould be phra8«KJ ao as to ancouraga 
her to r^>ly with more than just "y«a" or "no". The teacher ia trying to 
encourage the pupil to talk, with the pupil using as many words as possible. 
The teacher's tone of voice should be encouraging. The pupil's responses 
shoukl be rewarded by smiles and praise. The ttcher should keep her own 
language simple and clear. The pupil's spoken communication shouM always 
be taken seriously. The pupil shouW never be laughed at when incorrect, 
unless she may be telling a funny story to laugh at together with teacher. 



IMPORTANT NOTE: never tease or make fun of pupils by telling them the 
wrong answer or teaching them the wrong word for something. Stop 
volunteer helpers from doing so. The pupils will become confused and trust 
will break down. You will not be able to teach chlWren to communicate if 
you confuse them. Never tell lies to the pupils. They will not trust you 
again and your relationship will be spoiled. 

7 7 ACTlVlTiES THAT PRO MOT E TALKING 
• (/sMig Puppets 

Three ways to use puppets to encourage pupils to talk :- 

1. To illustrate a story the teacher is telling. 

2. The teacher may use a puppet to have a conversation with the pupil. 
This may be particularly useful with shy children. Some chiWren will talk 
more freely with dolls or puppets than with people. 

3. The teacher may use one or two puppets, and the pupil have another, 
both talking in the role of the puppets. The teacher may use funny 
voices. If she is using more than one puppet, they shouW have different 
voices. 



•People' puppets 
can be used as 
well as animals. 
People puppets 
will probably 
talk about 
everyday events 
and activities. 
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Example: TMcher with duck and frog puppets. Pupil with hen: 

Teacher (duck) Hello Hen, how are you ? 
Pupil (hen) Fine ! 

T* (duck) Has the man put good food for us today ? 

P. (hen) res. good food. 

(ducdc) Is there dI 

(h*n> Mo mater. 

(duck) Oh, dear. I'm ao thiraty. let'a acc if we can 

find aoaie watar. Ducks need «»ater i 
(hen) Merc wa^er. 

(duck) Very good. Aah. that's better i 

(hen) Amh, good mtter i 

(duck) Now shall we go for a walk ? 

(hen) Go walk. 

(duck) Let's go to the well. 

(hen) Go to m»ll. 

(duck) We'll visit Frog, he lives in the well. Hello 

Frog are you home ? 
(hen) Hello Frog. 
(frog) Nho's there ? 
(duck) It's Duck and... 
(hen) Hen. 

(frog) Hello Duck I Hello Hen I 
(duck) Hello Frog, 
(hen) Hello Frog. 



In the aame way, talking can be baa«l around play with dolla, or dramatic 
play of everyday or imaginary activities. IMaybe a boy wouM not normally 
play with a doll: Don't be afraid to give him one if you think he will talk 
with it and iearn by it. Special schools are places where chiklren can do 
anything that will help them learn, without anyone laughing at themJ 



TUPJLS SHOULD TALK TO EACH OTHER 
- NOT ONLY TO THE TEACHER - 
ENCOURAGE THEM TO DO SO 1^ 
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The teacher mu«t not expect 
anything she says. She ahouW ui 



Most pupils 
enjoy outings 
from school, 
and lice to 
talk dbout them 
afterwards. If 
MM want our 
pupils to talk 
we must give 
them plenty of 
interMting 
activities, 
objects and 
•)qperiences 
to talk about. 



the pupil to give a particular reply to 
e her imagination to respond in the most 
appropriate way to anything 
the pupil says. 




• SoAM mors •etivitita to encovrmge islking: 

Give two Wentlcal sets of picture cards to two pupils. One pupil pidjs a 
c^6 a^ 2»crib«i the picture on it until the otnm- can flu^^f Itls. 
ST JTp^a-cs the teach-- questions about a picture to««r U-n "What 
ts'lt rO^Jntll he can guess which picture the teacher has in mind. 

The teac'»er may make sets of picture cards of things which usually go 
I^iSTiTfl. .^le and thread, 'penctl and exercise book. -P-n and bowW 
Sl^nd sJck). which the pupil puts together in pairs correctly and then 
tries to explain why they go together. 

The teacher may put an object in a bag. so that the pupil 

buT cZlL\ It. She should tell the other pupils what she can feel, unt.l 

someone guesses correctly what it is. 
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Pupils will enjoy looking at and 
describing some *silly' pictures: 

- HKMnan with flower on her head. 

- house with horse on the roof. 

- train flying tirough the sky. 

- boots hanging on a tree. 





More able pupils 
may enjoy making 
up a story 
to explain 
how- such 
a silly 
situation 
arose. 




<i Stories 



If the teacher has a regular story time, it is 
same story often, until pupils know it well, 
encouraged to answer simple questions about it, or even 
themselves with occasional prompts from the teacher 
happened next or "Where did Fox go then ?*' etc. Some 
(especially the younger 
ones) may be able to 
listen only to very short 
stories (two or three 
minutes), but if there are 
many repetitions, children 
will join in. If there are 
funny noises' such as 
sneezes, animal noises etc. 
chiWren wiirpay attention 
for longer. Simple pictures 
of the main characters in 
the story, heM up for 
children to see, also help 
to keep their interest. 



good to tell the 
Then they can be 
re-tell the story 
such as "What 
children 
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» About M« Childrtn also very much enjoy having « simpi« «tory made up 

about thcmaelves. The pupil should be given a chance to take 
part In making up the story: e.g. "Once there was a little boy called Arif 
who lived in a little house with his brothers. What are his brothers called ? 
One morning. Arif got up and had his breakfast. What dki he eat for 
breakfast ? Then he went to school. When he got there his teacher said, 
"Today we will have a special treat. We are going for a picnic." Where do 
you think they went ?" etc. 



* Tmpes While he talks with pupils, the teacher may not easily remember 

and record details of what the pupil Is saying and how he says 
it. It helps sometimes to make tape recordings of conversation. Playing it 
back, the teacher can listen ^ the types of 
words and sentences the pupil uses, the 
different messages communicated and any 
special problems In saying words. Using 
tapes also helps the teacher to know how 
much he himself Is talking and how much 
the pupils are talking. iRemember, the 
purpose of these activities is to help the pupils talk as well as possible I) 
However, conversation practice should continue throughout the day. and it 
would be a distraction to try to tape-record too many conversations. 
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8.1 SPEECH 

Many children who are mentally retarded have apeech that ia unclear and 
aometimes hard to understand, eapecialiy for people who do not know them 
well. For most pupils, the best way to improve their speech is practice ^ To 
learn language and communication skills is more urgent than to work on 
correct pronunciation. Mistakes in pronunciation made by mentally retarded 
pupils are mostly the same as those made by normal infants when they are 
starting to talk. So again we see that many apeech problems are a result of 
delayed development rather than abnormal development. 

The normal infant develops speech skills first by babbling, making noises to 
herself. She practises using her lips, tongue and throat, exercising them and 
learning to control them. Even when a child can use a number of words 
correctly, she still continues to make meaningless sounds to herself «- to 
practise making the sounds and tune 
and rhythms of normal speech. This 
is very important. Do not try to 
discourage the pupil from talking 
*nonsenae'. Let him chatter to 
himaeif while playing with dolls, 
or looking in a mirror, rkiing a 
tricycle etc. Do not interrupt, 
unleaa you want him to Join in a 
group activity. (But talking with teacher and other pupils should also be 
encouraged, by giving things to communicate about). 

A normal child will have passed through this stage by two and a half years, 
but a severely retarded young person may still need to practise babbling at 
12 years or older. *Even a normal adult, learning to apeak a foreign 
language, needs to practise making sounds that are unfamiliar to her. 

A pupil may be encouraged to make sounds by listening to his own voice 
talking into a toy telephone (which may easily be made with a pair of 
empty plastic 
bottles and a 
piece of hose- 
pipe), or by 
talking into 
cardboard tubes 

which magnify the sound. Many children, and adults too, enjoy speaking onto 
a tape recorder and then hearing it played back. 
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Som* pupils have poor speech because of iwpmired hearing. This is often 
difficult to treat <9ee p.76), but some pupils will hear wore clearly sinply by 
having their ears cleaned by a nurse or health worker. Do not allow anyone 
to poke a pencil or anything aharp into a chikfs ear. Pupils' ears shouW be 
checked regularly for wax or other blockages which can reduce hearing and 
cause problcHis of communication. 

8.2 BASIC SKILLS 

The basic skills needed for speech are:- Imitmtion. Paying Aitaniion, and 
Listening. ^ 

« Imitation We all learn to talk by imitating other people. Imitation is 

essential for speech, as well as for language and 
communication. Activities described earlier will help a pupil learn to imitate. 
A chiW who has problems in speaking (but can communicate) may be help«i by 
imitating har teachw-'s mouth movement and seeing her own mouth in a 
mirror. She may touch the teacher's mouth and throat «*»ile he speaks, and 
then her own when she tries to copy him. A chiW may be helped Jo »Pf« 
more clearly by listening to tapes of teacher speaking and herself imitating. 
Working with tapes should be a fun activity - the pupil shouW net be made 
to feel that tap^ecording is done only to correct his mistakes. 

• Attention For a pupil to learn to pay attention, activities should be made 
as interesting and enjoyable as possible, based around her own 
interests. Rewards and reinforcers may be used to increase the length of 
time for which a pupil is able to give attention. See Chapter 15, which 
discusses ways to help hyperactive chiklren increase their concentration; this 
method may also be txaad for othw children to increase their attention span. 

« Listening Children develop listening skills when they have stories read to 
them; or play games with a toy telephone «4iere the teacher 
gives Instructions or describes a picture for the pupil to find or draw; and 
games where children obey a series of orders such as "stand up", "sit down", 
"don't clap hands". A child may be asked to continue a story that he knows 
- the teacher asks 'What happens next?' 



Tapes may be used of 
common sounds to 
identify or match 
with pictures, 
naming objects the 
pupils can see. 

Games may be made involving words that begin with particular sounds. 
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* Sound Diacrimirmtion. Jhm teacher may make sets of pictures of pairs of 

objects whose names sound alike except for one 
sound e.g. dog/log, kite/fight, key/tea, cap/tap» coat/goat (in Urdu, suitable 
examples might be kela/mela, dal/lalt taia/kalat nila/pila, kana/khana). 




Examples should also be given where 
the word that is different e.g. 
char/chat, kan/kar, kana/kala) 



it is the last sound, or middle sound of 
cat/cap, boncyboat, fire/fight (Urdu, 



* hkwith exercises . A few children^ especially those with cerd>ral palsy, 
need mouth exercises to help them speak more clearly. Exercises include 
chewing hard foods (meat, apple, 
sugar cane, carrot); blowing 
(e.g. puffing out candles, blow- 
ing feathers); tongue exercises 
(licking sugar, jam or honey 
from around her lips, sticking 
tongue in or out, trying to 
touch tip of nose with tongue). 
The child can watch herself in 
a mirror as she tries to make 
different s6unds or does various 
mouth exercises. 

8.3 MISPRONUNCIATION & MUDDLED WORDS 

It is normal for a child who is starting to talk (or for an adult learning a 
foreign language) to make many mistakes in pronunciation and to get the 
sounds of a word in the wrong order. These problems will usually stop as the 
pupil talks more. If the problems continue, try to improve the pupil's listening 
and imitating skills. A chiM first needs to learn to hear the difference 
between aounds, before she can make the sounds properly herself. Use the 
games described above, to practise sound discrimination. 

If the child puts sounds together in the wrong order, i^ork on sequencing 
skills, such as doing a series of actions in order» r^>eating a series of 
nonsense sounds in order, putting pictures Into the order in which they occur 
in a story. (See Section 10.5) 
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SoiM sound, arc hardtr to make than othar.. Normal childran oftw do not 
laarn 'co make all the correct sounds until they have baan talking for three 
or four years. Does a pupil have difficulty makina some particular sounds 7 
Th«, teacher should then use a lot of i»ords having tho«i •oondm. i|0 that 
the child slowly becomes aware of them and starts to imitate. Me win 
improve with practice, and if necessary may imitate in front of a mirror or 
may listen to tapas of himself imitating the teacher. The teacher may also 
make and use sound discrimination picture cards as described above, using 
words which involve the sound that the pupil finds difficult. 

AVOID CAUSING EMBARRASSMENT TO A PUPIL OVER HER 
SPEECH PROBLEMS. IF TOO MUCH ATTENTION IS GIVEN, 
SHE MAY BECOME RELUCTANT TO SPEAK AT ALL. 



A few children have abnormal 
speech organs. A hole in 
the roof of the mouth, or a 
■hare lip' can scMnatimes 
be treated by an operation. 
If the pupil cannot have 
an operation, and if clear 
speech is not possible, 
she may learn to use signs 
while ^^eaking, to help 
othar people understand. 

'Tongue Tie' is rarely a cause of speech difficulty - if the child can suck 
•nd eat food without problems, he ahouW be able to talk. He will gain enough 
movement in his tongue by exercising it, if necessary doing tha mouth 
exercises dasci ibad above. An operation on the tongue is not needed. 

Whenever a physical problem makes speech difficult, the pupil shouW be 
encouraged to communicate by signs or picture symbols, in addition to 
speech. The sort of hand gestures that the teacher uses while talking to 
children, e.g. pronpting, pclnting, questioning signs, can usefully be Imitated 
by pupils who need to support their speech with signs. 




ft.A STARTING TO USE SENTENCES 

When a child knows and uses abouf 30 different words, she will usually start 
to put two words together to form simple 'sentences'. Ten very common ways 
of combining pairs of words «r* listed below. If a pupil already puts words 
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together* note which types of word pairs she uses. If there are some she 
does not use» try practising them with her. 



!• person/object doing action ^ action word : Dolly eat» dog 
bite, Noshee sit. He sew, Arif cosie, Nohsin sleep, 

2* action object to which action is done : eat apple, 
give cup, read book, throw ball, wash hands 

3- social word ^ name : Byebye sister, well-done Rosie, 
Thank-you auntie. Ho Saleem 

describing word person/object/action : big box, hot tea, 
run fast, that book, car broke, water cold, more biscuit 

5- person/object acting object of action (action word missing ) : 

Ehsan bri<ik iEhmmn threw the bricks 
Arif biscuit iArtf'a eating a biscuit) 

6- owner object owned : Ayesha shoe, Bushra pencil, Ahmed 

bread, my Mumny 

7. person/object place : Ahmed bathroom. Auntie kitchen, 
Bibi swings, Najma there » here needle, book cupboard 

8* action place : go bazaar, sit chair, put cupboard, 
take inside, come here, stand there. 

9- "no"/refusal word object : no school, no milk, no 
sleep, don' t wash 

'0- guest ion object/action : when home? where shoe? what 
this? who that? where go? 



If a pupil knows more than 30 words, but does not yet put two words 
together, look again at O^pter 7 and check whether he uses different kinds 
of words, or only people and object names. If he uses only names, work on 
teaching him some of the other kinds of words. If he can use some words 
from each of the Vive different kinds given, talk to him with plenty of 
examples of simple sentences of the first four types. He shoukJ soon start 
putting words together in the same way. 

If a pupil does sometimes put words together in pairs, note which kinds of 
word pairs he uses. If there are some combinations he uses rarely or not at 
all, use examples of these while talking with him. 
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It ia Msicr to 
obaerve the «Hiy 
a pupil talks 
if the teacher 
aoMetiiaea records 
on tape the pupil's 
conversation. 




A child lew^na to put two i»ords 
together by copying the word 
combinations she hears. For the 
child to learn how words go together, talk to her about the things she is 
doing. Use words that you know she understands* so her mind is not occupied 
in trying to work out the meaning of each word, and she will more easily 
learn the order of the :«ords and how they fit together. Speak to her in 
si«4>ie» correct sentences. Emphasise the two more important words by saying 
them a little more slowly and clearly. 

Use new words togetho* with plenty of welHcnown ones, so that the pupil 
gcnermlises the meaning and builds up a mental picture. Give plenty of 
practice in hearing how words fit together. For example, to practise word 
combination tNk>.l (subject + action word): go round the pupils while they are 
eating, saying "Najma (ia) eating", -Arif (is) eating". "Bina is eating", naming 
each child in the youp. The teacher shouW say the full, correct sentence, 
though at f irst the pupils say only the two main words. 



Teaching word combination hb.2, 
while play-washing a doll: 

"(Let's) wash (her) hands," 
" wash " face 
wash " feet 
wish " hair 



Using objects with names 
the chiki already knows: 

"Give (me) (the) cup" 

Give " " shoe 

Give " " book 

Gi ve " penci t 



The correct order of words in a sentence differs from one language to 
another, but the method of teaching is the same. The teacher will of course 
teach the correct word order for ttie pupils own language. 

As well as learning the way the words go together, the pupil ahouM also pick 
up the intonrntion of his language, the way the voice moves up and down 
while saying words. He should pick this up from hearing people speaking 
naturally to one another. 
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8>S MORE hCNTAL PICTURES 



In Section 6.1 we looked at how a child forma a mental picture of the 
meaning of a word* when the word is the name of an object. Mental pictures 
are formed also with action words, describing words and so on. 

Activities which help pupils to form mental pictures of action words : 

a) Playing games 
where the pupil 
does or mimes 
various actions 
on request, or 
guesses what 
action someone 
else is miming. 

b) Pictures of 
people doing 
various actions 
which the pupil 
can describe or 
mime. Dolls can 
be used to show 
various actions 
e.g. ait, eat, 
kick, 3le«p. 

Descr ib ing word s: e.g. colour words, size words. When a child first uses 
describing words, he thinks of them as part of the name of a particular 
object, and does not understand the word's own special meaning, e.g. a child 
may talk about her t>tg book' or his Ved car' without knowing that ^big* and 
Ved* have meanings of their own apart from the meaning of that particular 
car or book. 

It is best to concentrate first on developing the child's mental picture, 
without expecting him to use words or testing his understanding of words. If 
he is expected to use the words in a general way without a correct mental 
picture* he may use them incorrectly and become confused. 

# Colours. At first a pupil should learn to match objects of the same 
colour and sort out a mixture of coloured objects, without 
using the colour words. He needs to learn to recognise the difference 
between the colours, to perceive the 'redness' of red objects and the 
'yellowness' of yellow objects etc. Until he can do this he will only be 
confused by being made to learn the names. He will not kno^ ««hat quality he 
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is naming, and if asked to name colours will give wrong answers and become 
discouraged. 

Many games and activities can be made up to teach colour awareness and 
discrimination. Sets of clothes and accessories (shoes, bag etc.) can be 
made for dolls in matching colours, so that one doll has all red things, 
another all yellow. Each toy car can belong to a garage of its own colour, 
travelling across a board on a road of its colour. 

Board games can be made with squares in different colours (using 3,4,5 or 6 
different colours). Pupils use dice that have colours instead of numbers on 
the sides. They move their 
counter to the next square 
of the colour shown. Flower 
games: putting together a 
flower from wooden or card- 
board petals of the same 
colour, can be a sorting 
game for one pupil or a 
game with dice for several 
pupils to play. 

The above activities can help the pupil become more observant of colour and 
help her to see and think about colours. When the pupil can match colours, 
the names of the colours can be introduced by the teacher, starting with 
naming two colours, and not using the other colour names until the pupil 
knows the first two. 

If a pupil finds it hard to tell one colour from another, teach her first to 
sort red and white (or black and white). A pupil who cannot see any 
difference between ¥^ite from red would have a major visual problem, not 
just colour blindness. Blue and yellow may then be introduced- The most 
common sort of colour blindness is an inability to tell red from green; so 
these two should never be the first pair of colours taught. Normally red and 
blue, red and yellow or red and white are good to start with. (In Urdu, do 
not start with red and yellow - tt)e names 'nila* and 'pila' can easily be 
confused). 

Most pupils are interested in activities involving food, so this can be 
combined with colour learning games. When teaching red and white, use sliced 
tomatoes and radishes, or red jelly and icecream, or milk and pogiegranate 
juice, to keep the pupils' interest. Small coloured sweets may be used, and 
the pupil may eat one if she names its colour correctly. 
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« Si2e e.g. big and small, long and short, fat and thin. Help pupils under- 
stand these words by sorting and matching "big' and *smalP objects 
etc. (See also Sections tl.5 & 11.6). Make picture collections of big and 
smalt people, long and short objects, fat and thin animals. Food may also be 
used: long and short carrots, big and small apples etc. The teacher should 
use her imagination In finding suitable games and activities for developing 
these mental pictures. 

# Moods e.g. Happy, sad, tired, angry - show pictures of people laughing, 
crying and other expressions, get pupils to talk about them, to 
describe how the moods may have arisen, to mime or act different moods 
and feelings, say how they feei at different times e.g. when praised by 
teacher, quarrelling with brother, being told off by teacher/father, going out 
for a dayS outing, being called bad names by boys in the street, be:ng 
complimented on smart appearance, etc. 

« Touch and feel e.g. Hot/cold, hard/soft, rough/smooth: Pupils shoukJ feel 
and touch appropriate items, match them with eyes blind- 
fokied, talk about various kinds of things that feel different to touch. 



Words such as slow/fast, gentle/rough, high/low can be included in movement 
and physical activities. In some places, traditional children's games can be 
used. For example, a 
game called 'oonch- 
neech' (high-low) in 
which 'oonch' (high) 
places are said to be 
safe while 'neech' 
(low) places are 
unsafe. The child 
whose turn it is to 
catch others may 
catch them only when 
they are on 'neech' 
areas. Children 
avoiding capture can 
take rest for a few 
seconds only on an 
'oonch' place. 




Up/down, in/out, behind /in front: these pairs of words are important for a 
pupil to learn if he is to obey instructions and understand what people say. 
If a pupil IS told to put a cup in the cupboard but instead puts it under the 
cupboard, people may think he is naughty, when in fact the reason for his 
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mistake is that he does not urxlerstand 'in' and »under'. A pupil can learn 
that bricks are put in a box. or can be tipped out of a box He can put a 
box on some bricks. He can put bricks under a box, or b^ynd, in front o f 
or beside it. 

The pupil should get her own experience of some of these words:- on the 
table, under the table, in the cupboard, behind the chair. If a large box or 
carton can be found the child can climb in the box. out of the box etc. 
Games like this can be played with a group of chiWren, where the first one 
who names a child's position 
correctly takes the next turn to 
go in, behind or under something. 
Or all the pupils put themselves 
in, on, undei or behind something 
when the teacher gives the word. 

With individuals or small groups, 
concentrate on a pair of opposite 
or contrasting words (e.g. in and 
out> until the pupils use them 
correctly, 'then move on to another 
pair (e.g. on and under}. 

Up and Jown can be introduced to a small child by lifting him up - saying 
•up' ^nd swinging him down, saying, 'down'. In and out can be introduced by 
putting a favourite toy into a box - saying 'in', then lifting it out, saying 
'ouf. 

Other suggestions for games: a doll or other toy can be put on the 
cupboard, under the table, behind the box etc. The teacher then tells the 
pupil where the object is, and she must find it. When the pupil is used to 
hearing these words, she herself should say where the toy is, or the teacher 
may place a toy somewhere, and the pupils must describe where it is. JY^ 
first pupil to describe correctly, places the toy the next time. 

Play with a toy car and tunnel, the car 
going in and out and through etc. Stories 
may be told about a mouse who lives in 
his hole, runs under the chairs, inside the 
gas heater, sits on the table etc. Stories 
can be illustrated by using models or by 
showing pictures. Picture cards can also 
be made for pupils to describe. 
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8,6 MORE AB OUT SENTENCES 



When a child starts putting words together, she uses only two words at a 
time and her meaning is often not very clear. If she says "Arif ball*', she 
may mean "AriPs got a ball", or "Arif's taken my ball" or "I want AriPs 
ball", or "Where is AriPs ball?", or several other meanings. We try to guess 
from the situation what the pupil means when she says "Arif ball". 

After they have used two words together for a while, we expect our pupils 
to start putting three words into sentences. This makes their meaning easier 
to understand, and helps them to express more complicated ideas. 

After a while, when a pupil puts together the main words of a sentence, she 
starts to use the 'little' words, like 'in* and 'on', 'with', 'to'. These words, 
and the order in which they are placed, are different from one language to 
another. There is no mental picture of words such as "but', 'the', 'as', 'is'. 
Children pick up their use and function by hearing them used in conversation. 
If a pupil makes a mistake in using them or in word order, simply r^eat a 
correct version of what she said, in an ordinary conversational way, not 
making a fuss over the mistake. 

As well as learning to use these little words, the child will start to make 
some of the changes that occur in the words themselves to express 
different meanings, e.g. plurals, changes for masculine and feminine gender, 
polite forms of words, ways of expressing past and future. 

The degree of difficulty, and so the order in which children may learn these 
various features, differs from one language to another. In most, plurals are 
one of the easier changes of word form, and so one of the first changes 
children learn. 

Children learn to use more complex language by imitating what they hear. So 
the teacher should take note of every pupil's level of language use, and 
speak to each one at a level slightly mope advanced than the one the child 
is using. The child will be able to understand a level a little higher than the 
one he can use when talking himself. 

When teaching pupils to modify words^ e.g. teaching plurals, the teacher 
should use many examples in her own conversation. The pupils may also be 
told simple rhymes or taught simple songs to illustrate the point: 

- Amir went to fetch I dog, fetch 1 dog, fetch I dog, 

woofi 

- Jani went to fetch 2 dogs, fetch 2 dogs, fetch 2 dogs, 

woof! woof! 
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- Bina went to fetch 3 dogs, fetch 3 dogs, fetch 3 dogs, 

woof! woof! woof! 

- Asif went to fetch 1 cat, fetch I cat, fetch t cat. 

miaiow! etc. 

♦ Mice and Mouses ?? Children can easily make mistakes with new forms 

of words, especially words that change in an 
irregular way. English-speaking children who know about 'house' and 'houses* 
are likely to say ^mouses' instead of 'mice* I The child has found a 'rule' of 
language, but does not know which words fail to keep the rule. Don't be 
impatient or laugh at pupils for making this sort of mistake, which is very 
common. Simply repeat their sentence using the correct form of the word 
every time they make the mistake. Try to make up a song or rhyme using the 
correct form, so that other pupils may avoid making the same mistake. 



8,7 MORE AD V ANCE D SKILLS 

Normal children continue to gain more language skills up to the age of 12 or 
more. In the same way, we should help special children to go on learning 
more language skills, long after they have gained enough for everyday 
communication, \ 



A child who has for many years understood "the girl hits the boy", may 

misunderstand who did what, when told "the girl was hit by the boy". The 

'active* and 'passive* forms of action words can be taught while playing with 
dolls or puppets, talking about pictures and in various games. 



Every language has 
many different ways 
of asking questions, 
of asking permission, 
and many ways in 
which uncertainty 
may be expressed 
(perhaps or maybe — ), 





and ways of making 
requests or giving 
orders with different 
degrees of politeness 
or different levels 
of expectation. 
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Ways of expressing necessity "1 must...." may be quite complicated. 
Conditions: "If this happens do this^ but if that happens then do that" are 
hard for many children to understand and to express correctly. 

Pupils can be helped to develop their understanding and use of more 
complicated sentences by a carefully designed and graded set of reading 
books* which slowly introduce new sentence structures. These can start from 
simple two or three word sentences. The child will also benefit by expressing 
herself in a written form - either writing words or displaying word cards or 
using a symbol language (See next Section). 
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9 O SIGIMS, SYMBOLS 

& ABtMORM-AL-ITIES 



9.1 SIGN/ GEST URE LAhlGUAGES 

Sign/gesture or symbol/picture languages may be used- with child-en who 
carLt learn to apeak clearly because of hearing problem, or ^^^'^'^^ 
of their speech organs. These sorts of language may also help 
cLmunicatio^ with puplTs who are unwilling to talk, or who find .t hard to 
start. 

Sign/gesture languages have been developed in great detail by deaf people. 
?^Ty'have .2 L. used for hundreds of years by -^^'^^ 
communities that keep silence. Now sign/gesture language JJ^^ 
mentally retarded children and adults who are very slow in learning to talk. 

to children and adults who are unable to talk for a --^^^ f 
reasons. Some pupils who previously made no progress toward, speech may 
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^^In" communicate with signs, follow the same sequence 

of skills as when teaching spoken language. First a pupil should be taught 
signs for the sort of things for which a child uses his first words 
<Chapter 5). The pupil should also be helped to develop 'mental pictures' in 
the same way as the child who is learning to speak (Chapter 6). 

When the pupil knows 30 or so words, he will start putting signs together 
into sentences', just as the speaking child puts words into sentences As 
the speaking child learns the correct order of words in a sentence, so the 
signing child learns the correct order of signs. Advanced sign languages 
contain all the features of spoken language, including ways of expressing 
plurals, past and future tenses etc. 

All the activities for teaching language in this book can be used to teach 
sign language instead of spoken language, if for any^ reuson the child has 
special difficulty with speech. If the teacher uses the words afc the same 
time as the signs, the child will also be learning tolisten to the words and 
other pupils will follow the 'conversation'. Parents too should be helped to 
learn to use signs. 

9,2_5YMB0L /P1CTURE LANGUAGES 

A symbol language may be the only communication form open to a pupil who 
.3 so physically disabled that he can neither speak nor use his hands to 
make clear signs. Other 
pupils also can make 
progress in communication 
using symbol languages. 
These may also be used to 
teach reading. A simple 
picture is easier to 
'read* than a •w-itten 
word, it helps the child 
understand that he can 
communicate by marks on 
paper. Normally he will 
enjoy do'ng so. 

A pupil should begin by 
by using a board with 
several pictures drawn 
on it. He can then point 
to the picture symbol is- 

ing whatever he wants to communicate. It a child can handle cards, he may 
have a set of picture cards and pick out the right picture that he w^nts 
to communicate. 
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STAND 


(5 

ON 


h 

(THE) CHAIR 


GIVE 


® 

ME 


(A) PENCIL 



Picture cards may 
be made with the 
word under the 
drawing so that 
people not used to 
the picture systenis 
can easily 
understand what the 
pupil is 
communicating - and 
also the pupil may 
start to connect 
the written word 
with the picture, 
and learn to read 
the word alone. 



A picture language that has been widely used in some countries is called 
•Blissymbols*. These symbols are abstract - they do not directly "picture' 
what they are supposed 
to represent. They 
build up to being 
quite complex. This 
system has been found 
very useful in work 
with children who are 
severely physically 
disabled. Some of the 

Bliss symbols are Ivl/Q D^9^ 

shown in the box »*«^k-.. ttltvition 



mon 



woman 



1^ 

mother 



fritnd 



Pupils should learn 
many different symbols 

and how to put symbols together, just as normal children learn words. They 
will pick out cards and lay them in order to make sentences, in the same 
way that other children learn to make spoken sentences. Picture languages 
can have all the grammatical features of spoken language. 

Pupils who can draw pictures for themselves may write messages in picture 
languages. 
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* Hearing problems 

Many children who are mentally retarded also have Impaired hearing. It may 
b« a temporary problem arising from catarrh or recurring ear infections 
whenever the child has a cold. Or it may be permanent mild hearing loss 
through chronic catarrh, or more serious hearing loss through abnormalities 
of the ears. 



Where diagnostic services are not available, children with hearing loss and 
normal mental ability are sometimes wrongly thought to be mentally retarded. 
This is more likely to happen if they have some physical disability or 
emotional/behavioural problem in addition to the hearing loss. 

* Testing. If there is any reason to thirO^ that a child^s hearing may be 

impaired, her ears should be examined by a specialist and her 
hearing ability should be tested. If there is no audiometer, simple tests may 
be done in a quiet room. One person shows the child some enteresting 
objects, while watching her face. Another person behind the child's back 
makes a variety of sounds at intervals, to the rrght side and the left side, 
e.g. saying the child's name, hissing, clinking pencil on cup, knocking on a 
wooden table top. The observer notes whether the child turns her eyes 
towards the sound, or shows any sign of having heard, and whether her left 
or right ear seems more able than the other. 

Hearing loss or defect does not mean that a child is totally deaf. Normal 
people have different sensitivity to sound. Some people hear only a little 
less than normal. Some people have to listen carefully to understand 
speech. Some cannot hear speech at all, but they may hear traffic noise, 
drumbeats etc. and feel vibrations. A very few people have profound 
hearing loss - they hear only very loud noises or nothing at all. Many deaf 
people hear ringing noises in their ears, which makes it hard for them to 
follow other sounds such as speech. 

A child with a mild hearing loss should be encouraged to look closely at 
anyone who is speaking to him. He should have plenty of conversation 
practice and activities to practice imitation, attention and listening (see 
Chapters 6. 7 & 8). 

* Sound frequencies. Some deaf people can hear some kinds of sounds 

quite well, but not others. Different sounds have 
different 'frequencies'. High musical notes and whistles have 'high 
frequencies'. Low, dull or rumbling sounds have 'low frequencies'. Some 
people cannot hear high frequency sounds, but can hear low frequency 
soun .s quite well. Other people have low frequency deafness. 
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Normal apeech includes so., high frequency •'^.^•^^^^J^/^^^^.'^^e 
V/ I «M oh oo. etc.) are quite low m frequency. j>oinc 

Vowel sounds (aa. °°' ^ ^^^^^ ^ ^^ild with high frequency 

consonant sounds are htgh ik, p. t, tt, s, cii.^. -^i^h are 

deafness might be able to hear only the vowel sounds of speech, which are 
^^"gh to tell one word from another. She -ight Jearn to r^ogn^e 
Ste^repLted words, such as her own name. ^ron^tU^ P^^^^ of^vowd 
sounds Beca.jse of this, her family may even refuse to believe '^^J*^ 
Ts any hearing loss. In fact, such a child needs ap«:»aS.sed help to learn 
to understand speech and to talk normally. / 



« Hearing aids. 



Some people with hearing loss can be helped by using 
hearing aids. Aids should be fitted only by a trained 
person, after careful measurement of hearing ability on an audiometer^ The 
err pTece should fit closely. It will need to be changed regularly as the 
chUd'^ows. The hearing impaired person or her fa-"y learn how to 

maintain the aid and check whether new batter.es are needed. 

,f a deaf child is to use a hearing aid. the younger he is ^^ ^^^J^^ 

it. the more he is likely to benefit. Babies ^^^^ 

Jth hearina aids The older the child, the more difficult it is to teach him 
uSnd teech. However, some children cannot benefit from .earing 
aids because of their particular type of deafness. 



« Communication. 



The deaf person's greatest need is to have a w.,y of 
communicatir.g. A pupil with severe hearing loss should 
be taught to use signs. His family should ^e encouraged to use signs with 
Nm symbol languages may also be userul. If a ch^ has no wa of 
and nobodv tries to commuo:cate with her. she is likely to 
f "atr;^: frus^^^^^^ and may develop emotional/behavioural problems. 

Keep talking to deaf children, even while using sign language. They may hear 
,rething. and they should realise that other people "7""'"^*^. J'^'^ 
means. They may become interested in learning to hp read and in^tn^^ng to 
apeak themselves. They should be encouraged *° . , 
^taking, to pick up -non-audible signs, 'body language', which plays quite a 
large part in norma! communication. 

Parents of a deaf child often chink that there '""^f ^^'"9, "^"^^ , "T^^ 
their child's tongue because he does not talk. TTiey do not realise that the 
cW d cannot J^k because he does not know what speech is This should 
^ ex^fai^ Z parents, otherwise they may take their child for tongue 
derations, w^.ich^re distressing for the child and ^^-^ 

^it. If a child loses his. hearing ''"k M "^U b ''Ibt to S^lf 

illr>esa. accident or a degenerative disease) he should still be able to talk, 
because he already knows speech. 
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Families are often puzzled if their child can hear some sounds but not 
others. e.g. having a moderate hearing loss which enables him to hear loud 
noises but not to understand speech; or a high frequency hearing loss, 
where they know he hears some things, but is unable to talk It is 
important to help parents to understand their child's condition. 

It is also important to know how much can usefully be done by "common 
sense actions, without any cost. The child who cups a hand behind the ear 

""u L ""^ P*^°P'^ problem is. Many 

children with hearing loss have one ear better than the other - it is good 
to speak to that side of the child's head. Having a quiet room (padded 
door, windows shut, away from traffic), or keeping down the level of 
gen«-al noise (radios, echoing floors, walls and ceilings, traffic) gives the 
child a much better chance to use whatever hearing ability she has 



* Blind children and communication 

As with mental handicap and hearing impairment, there are many level s of 
bhndneM or visual impairment. Very few children can see nothing at all 
Some children can distinguish light and dark, and perhaps some dim outlines 
Some children can see small things if they hold them close to their eyes 
but can see nothing further away. Some children have more sight in one eye 
than the other. There are also other variations. 

A child who is blind or has very low vision from birth, or by the age of a 
few months, will often have problems with communication. Many normal 
forms of communication with small babies involve sight: smiling, making eye- 
contact, peeping games etc. The blind child who has missed these early 
experiences may have problems in relating to people. Parents, brothers and 
sisters may also be unsure how to relate to the blind child, and how to 
talk to him about things he cannot see. or sees with great difficulty. 

Blind children find it hard to foriT. 'mental pictures', because they cannot 
see things to form visual pictures. If a blind person is to form the right 
mental picture of a horse, he needs to touch it. feel it. get some idea of 

onl ^'Tk ^ r^^- . ^°"veys no meaning. It connects 

only with the 'chp-clop' sound he hears sometimes, giving no idea of what 
makes the sound A, blind child may start by getting an idea of a kitten 
stroking its head, fmdmg four legs and a tail. From this, the idea of other 
animals may be built up. 

t!!^ ^eak quite fluently, but their speech is copied from 

what they hear other people say - they may have little idea of the 
meaning. These pupils need help to understand the words they use If a 
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person iosea his sight at a later age, n^hen he already has speech and 
language skills, he should have no special problems with language. He will 
stilt find it hard to understand new words for things, actions or qualities 
that he has never seen. 

# Stuttering 

Many children go through a short period, some time between the ages of 
about three and five years, when they very much want to express their 
thoughts but cannot coordinate their speech quickly enough. This results in 
a difficulty in speaking words fluently^ known as 'stuttering*. Most children 
soon return to normal speech patterns, but some continue to find it hard 
to coordinate speech. They continue to stutter for a longer period. 

Sometimes there is a physical (neurological) reason for it, or it may result 
from the child becoming self-conscious after hearing comments about his 
stutter. This makes him worry and so the difficulty continues longer. 
Stuttering is often linked with fear and worry. Even when there is a 
physical cause, it will be made worse by worry. 

No Fuss ! For small children who stutter it is important to avoid making 
them worry about the stutter, and to help them to communicate 
freely in spite of the problem. What they Sriy should be given more 
attention than their difficulty in saying it 

Stuttering may also arise as a result of worries caused by other language 
problems such as difficulty in remembering words, making sentences or 
pronunciation. In these cases the pupil needs help to overcome the language 
problem. 

In children over the age of ten years who have been stuttering for several 
years, a fixed pattern of stuttering is likely to develop. It is most 
important to try to reduce the child's anxiety. It may help if she can tell a 
sympathetic listener how she feels about her problem. 

Relaxation exercises may be used, or attention training so that the child 
pays more attention to the person with whom he is speaking, rather than 
worrying about his own speech- With older children and adults, whose 
pattern of stuttering is fixed, exercises may help such as speaking slowly 
or breathing deeply 7 this gives the person something to think about so 
that he has less time to worry. 

Some stutterers have been helped by learning to use a sign language at the 
same time as speaking: they sign each word as they say it. Another method 
which is sometimes effective is to tell the stutterer to produce a 
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deliberate rhythmic stutter. This makes the stutterer feel in control of his 
speech. 

Never comment on a person's stuttering: to do so may make her more 
anxious, and the stutter will become worse. Do not tell a stutterer to 
repeat a sentence or word that he has found hard. Let him repeat 
sentences that he speaks witlK>ut difficulty, to build up his confidence. 

# The child who makes no sounds 

If a child makes no sound at all, the teacher should encourage him to make 
noises by whatever means possible, e.g. tickling him until he laughs. His 
hearing should be tested, although a lack of response to sounds may be a 
result of emotional problems rather than deafness. 

If a child can hear, he may join in singing before trying to speak. He may 
join with other children imitating animal noises etc. Teach a sign or symbol 
language for communication. Keep talking to the child even if he does not 
respond with speech. 

Find out whether the child ever speaks at home. 



* The pupa nflho speaks at home but not in school 

Many pupils do not apeak wifhen they first come to school, through shyness. 
If this lasts more than 2 weeks, the teacher should make an effort to find 
out why. Try to develop a close relation^ip with the pupil, to talk to her 
about her home and family in the same dialect as the family use. Ask the 
child's mother or a close relative to come to school daily. The child may 
then start to talk to her relative in school, arid then to the teacher when 
child and relative are all together. The pupil may start talking to the 
teacher if she visits the home. 



* 77>e pupil who talks too much 

Some mentally retarded pupils talk all the time. There may be little meaning 
in what they are saying, but they repeat phrases and sentences they have 
heard. These pupils usually need to develop their interaction and listening 
skills (Section 5.6 and 6.2), and they may need help in developing 'mental 
pictures' (Sections 6.1 and 8.5). Nk>te what sort of messages they try to 
communicate, if any. It is best if the teacher ignores meaningless chatter, 
but she should pay attention as soon as the child is really trying to 
communicate something. 
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• The pupil mho hears and understands spoken language, but has not herself 
learnt to talk 

This pupil should be taught to communicate with signs, while being he'P«l 
learn to talk. She needs to work on imitation, attention and listening skills. 
(Chapters 6, 7 & 8). 

Memory skills may also need to be developed. A set of picture cards may 
be used. Two are placed face up, the pupil looks at the pictures, then they 
are turned over. The pupil is then asked which card has e.g. the tree, the 
cat The number of cards can be increased, and various games can be 
played. If this type of game is difficult for the pupil, three ^I'/^^r.'^^;;^;; 
may be put on the table and a toy placed in one of them while the pup.l 
watches. The pupil looks away for a few moments, then says which box has 
the toy. 

These pupils may be helped by using a special sign language called Cued 
Speech, where the h^nd gestures accompany sounds <rather than 
nSVsenting words, as in usual sign languages). If the pup.l '« '"t«»»'9«;t 
enough, learning to read may help her to become more aware of the sounds 
which make up words, and help her to learn to talk. 

» Mispronunciations, muddled words: See Section 8.3. 

» Abnormalities of speech organs: See Chapter 8. 

* The bri^ter chiU with problems in saying words 

Children who find it hard to learn to talk, but who are of normal 
intelligence, may attend a school for mentally retarded pupils because no 
other school is available. For them, work on imitation, attention and 
listening skills is very important. 

These chifireh are likely to be aware of their speech problem. Th«y can 
more often be helped to overcome their difficulty by imitation of words and 
sentences. When a child is trying to imitate, always be positive, praising 
when the child succeeds. If she is unsuccessful, never tell her that she is 
wrong, or even 'nearly right', as she may become discouraged. 

Sequencing activities also help these children, such as learning to repeat a 
list of numbers, words or nonsense sounds in order; putting a series ot 
pictures in the correct order for a story; carrying out a sequence of 
actions in order. 

Learning to read may also help these children to talk more easily, 
especially if they are helped to think of the letters as representing sounds. 



# The pupil whose family speak a different language 
from thai used in school 

If possible a child who is mentally retarded should first learn to speak the 
language used by her family at home. While learning to talk. If she learns 
one language at school and 
hears a different one 
at home, progress will 
probably be slower and 
confusion may result. 

If the family use one 
language for their 
handicapped child and 
another among the rest 
of the family, the 
the child may feel 
separated and left out 
when the family talk 
together. Good contact 
between school and 
home is necessary to 
avoid problems. 



When a pupil has begun to talk in his home language, he will then start to 
pick up naturally from the other pupils some words of the other lanquaqes 
m use in the school. 

Some mentally retarded children seem to start quite easily to use words 
from more than one language. Once they have formed a 'mental picture' they 
can easHy switch from one word to another. Yet these pupils may later 
find It hard to use either language correctly. They may mix up words and 
grammar from the two. Other children are seriously confused by learning 
more than one language at a time. 

If necessary a family member could be asked to attend school with a child 
whose home language is unfamiliar to the teacher. 
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9,4 TEN RULES FOR THE TEACHER 



K Encourage pupils to communicate/ talk whenever possible and 
make communication enjoyable. Arrange appropriate, interesting 
experiences so that the child has something to say and wants 
to say it. Encourage pupils to communicate with each other as 
well as with the teacher. Learning to talk is FUN, and the 
pupils should be able to enjoy it. 

2. Pay attention whenever the child is trying to say or 
communicate something. Respond appropriately to his or her 
communication. 

3. Help pupils to understand and build up mental pictures, by using 
new words in many different but suitable contexts. 

4. Encourage each pupil to pay attention when you talk. Talk 
simply and correctly about things they are doing and things 
that will interest them. 

5. Have conversations with children in Miich the pupil takes 
the lead in expressing what is in her mind. 

6. Do not fuss over mistakes a pupil makes in pronunciation, 
until he can communicate easily. 

7. If a child is having difficulties, check her visual and 
hearing abilities. Work on attention span, imitation and 
listening skills. 

8. Use sign or symbol language to start communication, if a 
pupil is making little progress ii speech. 

9. Involve families in teaching programs: discuss with them the 
words you are planning to teach, the language you use* and 
encourage them to keep talking to their child. 

10. Never tease pupils. Do not make fun of what they say or copy 
their mistakes. 
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1 O-O REAOltNiG & RRE— RE/VOIfNjG SKILLS 



10 J. WHETH ER. W HY it WHICH __? 



Before deciding to teach reading we must consider three questions: 



1) Whether we should teach reading ? 

2> Why do we teach reading ? 

3) Which language and script should we teach ? 



We must decide for each pupil whether we will try to teach reading and how 
much ti me we will spend on it. 

To teach reading uses a lot of time. Are some other skills more important 
for our pupils to iearn ? Should we, for example, spend more time on 
language development so that the pupils can communicate more easily ? 
Should we spend time on outings so that they learn to go shopping and^ 
learn more of the world around them ? Or should we spend time learning 
to read ? Should we do more vocational training or cooking and repair of 
clothes so that they can live independently if need be ? 

Reading and writing skills can provide an important means of communication 
for some children with cerebral palsy or other speech problems. 

We want our children to learn as many as possible of the skills they need 
to live a normal life. Countries with high literacy use many common public 
signs, e.g. "Closed", "No Entry", "Ladies", "No Smoking", which can cause 
embarrassment to anyone who cannot read them. In Pakistan we have less 
written signs. Very few books are available for readers with a small 
vocabulary. Newspapers require reading skills beyond the capacity of 
mentally retarded people. On the other hand, most parents want their 
children to learn to read if at all possible. Some children have the ability 
to transfer to a normal school after getting help in a special school. 
Those children need to learn to read. 

The teacher must consider the abilities and needs of each child before 
deciding whether or not to teach reading. In some cases it may be more 
important for a child to learn a second spoken language. For most pupils it 
is probably worth while to teach them to read and write their own name. 
After that, they may go on to read and write the numbers up to 10. A few 
go on to reading words. 

If mentaiiy retarded children are taught to read, they should be taught 
one /angua^? only: either their mother tongue or the national language, it is 
very confusing to teach a child to read more than one alphabet script at 
a time. It is still more confusing if the two scripts are written in opposite 
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directions. It also Involves a great deal of memory work. A child learns 
much more easily to read a language if he can speak the language easily. 

If for any reason it is decided to teach a pupil to read a language other 
than his mother tongue, the teaching of reading should watt until he has 
some flue ncy in speaking the language he is going to learn to read. 
(Pakistani children who speak a regional language as their mother tongue* 
should wait until they can speak Urdu with some ease before starting to 
learn to read Urdu.) 

10.2 PERCEPT U AL SKILLS NEEDED 

Several skills are needed if a child is to learn to read and ¥write more than 
just his name and the figures representing numbers. Many of the necessary 
skills are useful anyway and may be taught even if the child does not get 
as far as learning to read and write. The skills include:-- 

1) Recognising* matching and copying shapes and discriminating 
details in pictures. 

2) Hand-eye co-ordination, i.e. accurate control of hand movements. 

3) Ability to complete a drawing of an unfinished picture or shape, 
to continue a pattern, to remember and copy the order ir which a 
series of pictures or shapes is given. 

4) Sound discrimination, remembering the order of a sequence of sounds, 
words or instructions, copying a rhyme after hearing it- 

5) Memory - both for things seen and things heard. 

6) Language. 

Skills (1) to (4) are skills of perception:- <1) to (3) being visual perception 
and (4) being sound perception. 

♦ Percept/on is the ability to notice details of what the eye sees (or the 
ear hears) and compare things seen or heard with one 
another or with a remembered model. 

A child who has problems of visual perception may have quite normal eye 
sight (though it is always useful to have his eyes checked by a specialist). 
But his brain does not make good sense out of what his eye sees. The 
child can be trained to overcome this problem, in the same way with sound 
perception, a child who has nothing wrong with her hearing (again this 
should be tested by a specialist) may have a brain that needs further 
training to make sense of the sound. 

Some children have problems with one or more of the skills listed but may 
otherwise be normal. Such children need special training to overcome the 
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problem. Rapid progress may be made if the teacher correctly identifies the 
probiem and helps the pupil overcome it. 

There are some pupils, in schools for mentally handicapped children, ¥vho 
learn all the above skills easily. These pupils can go straight on to word 
matching and reading. 

10^ RECO GNISI NG, MAT CHING & COPYING SHAPES 

Playing with bricks, doing inset and Jigsaw puzzles and looking at picture 
books, drawing, playing with paint and plasticine, all help the pupil to 
become aware of shape . Simple Jigsaw puzzles can be made by cutting 
pictures into pieces along straight lines 
as well as the more usual Jigsaw pieces. 
If the edges are all straight, the child 
must study the picture rather than the edges, 
to decide which piece goes where. Pictures of 
people, faces and animals are very suitable 
for this. It is also good sometimes to keep 
an identical picture which has not been cut, 
with which the child can compare what she is 
doing white making up her puzzle. 

Wooden shapes can be matched with the same shapes drawn on card. A^ 
first the shape on the card can be drawn with a thick line and coloured in. 
If the pupil matches the shape easily, use cards with a shape that is drawn 
with thick line but not coloured. If she finds this easy, shapes drawn with 
simple pencil line should be used. The pupil herself may draw around 
wooden shapes, colour them in and then cut them out. Pictures drawn by 
the teacher may also be coloured in and cut out. 

* Picture matching. Sets of pairs of cards or shapes, or of pictures may 
be used for matching. Shapes can be cut out of coloured 
paper and pasted on 
card (for strength) 
or they may simply 
be drawn on card 
in pairs. 



* Differences. Pairs of cards can also be made to teach the child to 
notice small differences between pictures. He can look for 
pairs that are identical or he may be given a number of similar cards of 
which only one pair is exactly alike, in order for him to find that pair. 
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Puzzles can also be found in magazines, showing two pictures that are 
nearly the same but have a few small differences. These puzzles are good 
for training pupils to. notice details. 

The teacher can make sets of cards with match-stick patterns stuck onto 
stiff card: 




Tha pupils may be given some used match-sticks with which to copy the 
shape given. (Do not give unused matches to any pupil who may suck them>. 
If a pupil has difficulty with a particular shape, he can practise doing 
other puzzles* and drawings of that shape. 
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The pupil can copy shapes by drawing on paper, blackboard or just makino 
?S hUd'"/'' J*^' 3'^^ - ^ drawn on "ap^ ai^'t^ 

itrC^^Jd'aVreL' ^'^^^"^^-^^ - the 

the child to copy on 
the floor etc. A card 
can be given with a 
pattern similar to one 
drawn on the floor. A 
shape is drawn on the 
card, which the child 
then walks as shown in 
the diagram. 





" O " + X "4 



6) 



7) 




8) 




9) 



5) 



10) 




* Tracing 



is often easier than drawing. If a child cannot at first copy a 
^ * ^ape. she can try to trace it. It may help the child to^say 
:t^:.t:jMr' comer-.^.Cro'^s the o^her^in^ 

* ^ ''"''"J!"'', ^'.f P^"^"" '"^'^^ "'^"'•ed pegs on a 

na. .n be .ed^.^- ^^^^^^ Z^l^^^^-t 

wa^sTJUtib're:^" ^^^'^•^^ ^^P^ as .any 

" :n iXVttr^^^^^^^^^^^^ ^ pointing 

" Th^n^^s^'LTo d'rr' t' t""' " ''"^^^ °" 

then ask h.m to draw ,t e.ther on paper or by moving his finger in the 
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- the teacher 'draws' on the pupiPs back: the pupil then finds the shape 
drawn, from cut-out cards; 

- the pupil is blindfolded and given a pencil to hold. The 
teacher then puts his hand over the pupil's hand and draws 
a shape. The pupii has to identify what shape he has drawn; 

- the pupil herself tries to copy a shape without being able 
to see her hand. 

Some children can identify shapes when they are drawn clearly on a plain 
background, but if there are any other markings on the paper they be come 
confused. Some pupils are unable to make out 
the borderline where one object ends and the 
next begins. (If they have sound perception 
problems, they are unable to distinguish what 

someone is saying from the 
background noises). These 
children need to practise, 
using pictures such as 

those shown. (The pupil may match pictures such as 
these with pictures of the same objects drawn on 





plain card; or she may colour 
object) 



m 



the shape or 



i 




The pupil may draw with coloured pencil around one of the objects or 
shapes in the following pictures; then around the other shape. 
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tO.4 HAND-EYE COORDlNtATION 

Hand-eye coordination is the ability to control hand movement accurately, 
accordir^ to what one sees is needed. Good hand-eye coordination is needed 
to catch a bail or to hit a ball with a bat (hockey, cricket, squash), as 
. " iniprove eye-hand coordination, practise 

catching bails (or bean bags, which are easier) and hitting balls; pushing toy 
cars along roads drawn on card or on the floor, moving toy trains on 
tracks, moving counters in board games. 

■n>e pupil may draw over simple patterns in his exercise book or on the 
blackboard: 




\/\y\/\ 



Another exercise is for the pupil to draw a line in the space between 
another pair of lines. The lines can start 1/2" apart (1.5 cm.), and later 
the gap can be narrowed to 1/8" (0.2 cm). The patterns should involve hand 
movements upweirds, downwards, to either side, curves and right angles 




These patterns may be drawn on paper, card or the blackboard. 
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In ail pap«- afvd pencil exercises the child should work m the direction of 
the writi^she may eventually learn to read and write. In countries us«^ 
R^maT s^ipf chilien should' work from left to right; with Urdu/Arabic 
script, right to left. 

The child may be encouraged to speak for himself during these exercises:- 
"Careful, up. down, round, turn, across, stop !" 

The pupil should do some drawing exercises while standing at the b. ckboard 
in such a way that he must move his arm across the .'"'^9'"^';^ 
line through the middle of his body). Thus the right-handed child shou d 
r::ch hS^tand across to the left side of his body; the left-handed ch.W 
to the right side of his body. Many children have less control of hand 
movements' across the mid-line. This should be practised Balls and bean- 
bags may be thrown to the "wrong" side of the child for her to catch. 

The child must be allowed to work with her preferred or stronger hand. 
Jl?pmL S^SuLD EVER BE PUNISHED OR PREVENTED FROM WRITING WITH 
THE LEFT HAND. Occasional exercises may be done with the weaker hand 
(e.g. shape recognition by touch, drawing shapes with the hand in the a.r). 
but all drawing work should be done with the hand that the child prefers. 

Some children find it hard to learn to read, simply because their eyes are 
not trained to follow a line of writing steadily in one direction. The above 
exercises help the child to practise doing so. 



10.5 COMP LETING,. SEQUENCLNG 

♦ Completing. A skill related to learning to read is that of completing an 
unfinished drawing of a picture or shape, e.g.: 



A circle 
with a 
piece 
missing 




A chair with 
part of a leg 
left out 




The pupil may be given an easily recognised drawing to complete; or he may 
be given a pair of drawings, one complete and the other incomplete, to 
'make them the same'. 
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♦ Recognition and Continuation 



of patterns: 




The teacher vvrites the first two 
or three sequences and the child 
fills a iine or a page with the 
same pattern. 


• o • o • O 

<^ o 6 a C) Q 


Patterns can also be 
completed with pegs 
and pegboards with 
alternating patterns 
of coloured pegs e.g. 
red. /ellow, red. 


O 


_2 o 


O o o 

OXX Oxx Oxx 



blue, white, etc. 



» Sequencing. This means remembering the correct order in which things go 
or occur. Example: The letters of a particular word always 
go m the same order. If they go in a different order, they make a 
aitterent word or nonsense. 



To teach children to put things into the correct sequence, use picture 
cards. Put two cards with different pictures side by side so that the child 
can see the pictures. When she has looked at them, turn them over (without 
changing tlieir poaitiona) or cover them. Then give her two identical cards 
and ask her to put them in the same order or sequence as the covered 
ones. After doing so, she can check whether she placed them correctly 
Th«n ,n<.r.«nr thr number of «:«rd« to 3, «nd .o on uf. to 6 c«r(h. When 
the pupil CUM remember and place up to 6 pictures in correct sequence 
change over to using cards showing shapes (square, circle etc.) 

A related skill is to remember the order-in-time in which events take place 
Pictures may be used to illustrate a story or events from real life eq 4 
pictures 

showing 
a flower 
growing:- 




11 





Other examples : 6 pictures of a meal being prepared, a house being built 
etc The pupil must place the pictures in the correct order in which 
events happen. 



p. 92 



Chapter Ten 



10.6 SOU ND DISCRIMINATION 

When learning to read, the pupil learns that sounds can be represented by 
letters. A child must be aware of differences between sounds, if he is 
going to understand that different sounds are represented by different 
letters. 

Games can be played where children think of a word beginning with different 
sounds, e.g. What words begin with 'b* ? 

What words begin with »k* ? 

What words begin with *s* ? 

To start with, the teacher may show a selection of objects to the pupils 
on a tray and aak them to say which one begins with TJ' etc. The teacher 
can make up riddles such as "What begins with V aiKi you ride in it ?" 
"What begins with *b' and sings in the trees ?" 

When the pupils are familiar with this they may be asked to list any things 
in the classroom, or things they have seen in the street etc., beginning with 
different sounds. 

Children can be shown the letter of the alphabet representing the sound. If 
the sound is represented by more than one letter, show the more common 
letter, but accept any words 
the children may offer that 
are spelt with the other 
letter. Example: in English, 
show 'C\ but accept 'King*. 
In Urdu for *t' sound show 
'te* but accept without 
correction if the child says 
'tota', until the child is 
reading proper words. 

Many pupils will need some 
preliminary exercises before 
being able to play games 
with sounds and letters. 

Pupils will enjoy listening to cassette tapes of common sounds (e.g. water 
running, door closing, man sneezing, car starting, horse trotting) to identify 
different sounds. They should either name whatever is making the sound, or 
show a picture. 
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Similarly, two sets of simple musical instruments may be used: the teacher 
makes sounds on a concealed set of instruments. The second set is with 
the pupil, who picks up each instrument as he hears its sound. 




Animal noises can also be imitated, the child pointing to a picture of 
whichever animal normally makes that sound. 



* Rhythm Listening to different rhythms and copying them is a helpful 
and enjoyable exercise. The teacher beats out or claps a rhythm 
and the child joins in, also clapping or stamping or tapping, or making 
marks on paper with a pencil in time to the rhythm. It is good for a child 
sometimes to tap rhythms with her stronger hand, sometimes with her 
weaker hand, sometimes with both. 

Remembering the order in which sounds have been made: a list of names may 
be given to the pupil which he will repeat in order. A series of simple 
commands may be given, to be carried out in order. A pupil may be asked 
to repeat a story in his own words, with the events in the right order. 

1 0.7 MEMORY 

Memory can be divided into long-term and sh ort term . Short-term memory 
covers a period from a few seconds to a few minutes. Long term memory 
is for anythii>g longer. There is also visual memory (for things seen) and 
^jy^^itPr.i! jpemory (for things heard). 
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When working on memory exercises 
it is very important to give a 
iot of encouragement and reinforcement, 
so that the pupil does not become 
t>ored and discouraged. 

It is easier to remember something that is familiar than something stra,^^ 
To learn a line of a poem in one's own language is eas.«- than to ^earn a 
line in a language one has never heard before. To learn to c^y a w.^d n 
one's own language is easier than one in an unfamiliar script So pupils 
ZuUi Zl ^ Ich experience as possible ^^"^^,^1 
need to remember, e.g. make puzzles the shape of n"nj>ers and letters, cut 
out sandpaper letters for the children to feel and handle etc. 

The pupil with memory problems should practise the f J^^^ 

describe! so that she becomes more familiar with shapes etc. Short t«Mn 
t;::' ;x:rcises are similar to the^aP^^-^V'^ aTatchsUct'S^ 
previously. When a pupil can copy a ckawn shape or ^ J^^Jf J*^^^^^^^ 
^ow the shape to the pupil for only 5 seconds, then remove 't^^J^ P"P'^ 
should copy it from memory. The exercises given in the section 
sequencing are also helpful for training visual memory. 

♦ Memory Games. Show two or more cards e g. a ^^"'^1^ 

turn them over and ask which is the car. Lay out a 
seouence with picture cards, then cover them and get the pupil to lay out 
ST^me sSuence from an identical set of cards. Uncover the first set 
and coinpare the result. 

» The pupil may be shown a tray having several objects on it. Take the 
tray^t of sight, remove an object and show the tray again. The pupil 
must "ame what is missing. When she can do this^ '-^'^t tv ""tt'trfy 
objects on the tray and also the number removed Alternat^ely t^ t^ay 
may >^ve several objects on it - the pupil sees .t for about 10 seconds, 
then has to name the objects when the tray is removed. 

« Two or more pupils may play a game in which a set of picture cards 
Lde up of pairs are placed face down on the table, each ^-^e.ng shown 
before being placed down. The pupils take turns to pick up and show two 
cids! tryS^ to pick up pairs. When a pair is found the finder keeps them, 
and the 'winner' is the child with the most cards at the end. 

♦ Auditory memory. The pupil should be asked to repeat -f^'^flr^ 

words or numbers or instructions in the correct order. 
The series can then be lengthened. Music and song can also be used. 
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• Long t«-m memory. This often improves by itself „ short t«-m „e„,ory 
b. patient en. erT^r^i tilt ^ """1 

i^er^ 7 f '2? ^'"""S*! The teecher shouW^l^y,^. 

interest in this tn>e of »ork and be full of or.ise for th. ™.„ 1 i. ■ 
doing it - if the pupil feels thet the te.cheT fiMs This .oZL^L e,!^ 
unre..rdin9. he .ill find it boring too end .ill not ™ake pro^^ ^ 

m»n long-term memory does start to improve, after much practice it may 

^rtlTms r^L^^fl'e^nX ^^ure's^ I'o-.."'"", 'T' 
iTorSs-Tn "Vri"' reading ^-^''sr'mJnt'h"' rat.°t' I'lZ 1^ 
^cceJul^^ iLg'h^Ta 't^o d^o "aTt 'of'^rVy"::::. 

IM... LANGUAGE 

Language teaching has been discussed in previous ch^,nf..,-« a •. -.u 
Hn^ited language ability ..y be able to rea'd or ^te'f fT. .IrdT Oncl^L 

~ Sr,t°"'*^ 'if*^"'"^ *° be able to tell stories 

herself g.v.ng mc.dents in the correct order (unless she has some 
physical impairment of speech). 

- She should be able to talk about pictures and tell wh^¥ h=« k 

- Sh! I S ^^^^^ "^^^ ^""^^''^ seen, done or heard 

1!^ ""^'^'^ sentences in normal conversation. 

^rovH^eirtj;:^: Ta'^c'-ifut r°'L*"'^- '° 
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10 .9 ST ARTING TO READ 

» My name ! As already stated, the first word a child should learn to 
read and write is his own name. To learn this, he need not 
learn the whole alphabet. Even quite severely retarded pupils can learn to 
pick out their own name. 

Next he should learn to recognise, trace, then copy the figures 1 to 10. 
(The 'child may not at this stage be able to count, but reading the numbers 
will enable him to use money, read house numbers in towns, bus numbers in 
cities). When he can recognise and write the numbers and his name, he can 
begin tracing and copying the alphabet. Cards with the names of objects 
may be placed around the classroom in the right places and the pupil is 
given a matching card and told to find its pair, e.g. 'window' pasted on the 
window, 'table' pinned on the table, etc. The child will not really read the 
word, but he will recognise the shape - he will begin to see that marks on 
paper represent words, and words represent objects. 
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« 'Look-and-Say' Method 

Pupils can be taught to recognise their own names written down and to 
match pairs of wprd cards one of which is fixed to the object "^med In 
reading these words, the pupil looks at the ghaee, of . the whole word . She 
does not break it down into different letters. 

Some mentally retarded children quickly learn to recognise words in this 
way, even when their language use is quite limited (e.g. spoken or signed use 
of about 50 words). In particular, some children with Down's syndrome have 
been successful, especially ^if the program starts when they are between 2 
and 4 years old. But other pupils, including some who are of near normal 
intelligence, find reading in this way very hard. Before making any progress, 
they would need to practise the perceptual exercises given earlier for 
months or even years; 

The only way to know whether a child can succeed with Look-and-Say is to 
try it o^t. Further words may be introduced on picture cards - the pupil 
matching a card bearing the written word with a card that has both word 
and picture: 
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The above cards are suitable for a child learning to read Urdu. If a pupil 
were learning to read English, 'car' and 'cat' look very alike and should not 
both be introduced at the same time to beginners using this method. When 
they can read at least 50 words easily, pairs like 'car' and 'cat' can be 
used to 'look for the difference'. 

It is enough to introduce two new words at a time by the 'Look-and-Say 
method. Further words should not be introduced until all previous words are 
fully known and remembered. 

The teacher must take great care when writing words for the pupil who is 
starting to read. The style of writ;ng must be simple and consistent, with 
letters being formed always in the same way. 

Pupils will enjoy using this method to learn to read if each pupil, with the 
teacher's help, 'writes' his own first reading book. This should consist of 
simple sentences made up of short easy words. The child should tell the 
teacher what he wants her to write, e.g.: 

My name is 

I live in 

My father's name is 

' ^»ave brothers and .... sisters 

My biggest brother's name is 

The child himself may draw a picture on each page, to go with one or two 
sentences of writing. 

Some pupils may prefer to make up a story for the teacher to write down, 
and then either pupil or teacher draws pictures to illustrate it. 

For many pupils, Look-and-Say is the easiest way to learn to read a 
imited number of words. But it is hard for mentally retarded pupils to 
learn to read a larger vocabulary using Look-and-Say. unless they have 
unusually good memories. 
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♦ Phonic method 



The second method of teaching reading involves dividing each word into the 
letters of which it is made. Ihe pupil learns which sound each letter 
represents and how sounds join together to make a word. 

It is much easier for the pupli if he learns the sound represented by a 
letter, rather than the name of the letter - in Urdu *aah, b a, pa' rather 
than 'alif, bey, pey*; in English, *aah, ba, jca| rather than 'ay, bee, cee*. 
However, if the letters are to be taught in this way, the pupiTs family must 
agree to cooperate. It is confusing for the child to learn in school the 
sounds that the letters represent, if at home she is expected to recite the 
alphabet names. 

Letters should be introduced slowly, three or four to start. When the child 
knows and has practised words using only these letters, then two or three 
new ones at a time may be added. The letters seen first should be among 
those most commonly used; the less common letters should be kept till last. 
Two letters which look very like each other should not be brought in at the 
same time. 

In Pakistan, the adult literacy reader *Naya Din* is currently the only 
generally available first reading book using the phonic method. It introduces 
the letters ulL^ I ,J and "J^ on the first page and has a number of 
words and other combinations of these letters. 

The pupil learning to read in this way should not only read the words from 
the page, but the teacher should also prepare word cards with each word 
and letter combination on a card. Pupils might learn by rote the order of 
words on a page while still being unable to read them. But cards can -be 
put into a different order each time, so that pupils must look at them and 
actually read them. 

A new page with new letters should not be started i^ntil the pupil knows 
every word from the previous page, when reading from cards, as well as 
from the book. Pupils should learn also to write the letters and words at 
the same time as learning to read them, unless preventcid by physical 
disability. 

Most of the mentally, retarded children who will learn to read should learn 
by the *Look-and~Say' method to recognise their own names and the names 
for about twenty common objects (including those to be seen on sign- 
boards, if appropriate). After that, to avoid an excessive amount of 
memory work, it is a good idea to begin the Phonic method. 
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However, some pupils are quite unable to learn by the Look^and-Say method, 
yet they can learn to read using the Phonic method. For others the Phonic 
method is too hard, yet they can slowly build up a reading vocabulary of 
several hurJred words using Look-and-Say method. The teacher should use 
the method best suited to each individual child. 

(An advantage of the Phonic method becomes clear in the next section, 
where we consider writing>. 

lOJI WRITI NG 

A pupil who learns to read by the Look-and-Say method looks at the whole 
shape of the word. The words which a pupil first learns to read by this 
method are chosen to look quite different from one another, so that the 
beginner can easily tell one word from another, it is not intended that a 
child should learn to write each word as he learns to read it. It would be 
hard for him to do so, as he has not learnt to break down the word into 
the parts of which it is made (letters or groups of letters). Each word is 
learnt separately as though its shape were unrelated to other words. 

On the o'ther hand, the child who learns to r'^ad by the Phonic method 
learns to recognise the individual letters. So r^hen she reads a new letter 
or a new word, she can also practise writing it. Thus reading and writing 
are learnt together with a minimum of difficulty. 

10.12 LITERACY FOR THE NON-SPEAKING CHILD 

If a child cannot speak for some physical reason (e.g. Cerebral Palsy), 
reading and writing can be an important means of communication. 

The pupil will start with word matching and then matching word cards with 
pictures or objects. 

Words can be written on a small 
board kept always within reach 
so that he can point to them 
when needed, or he can have a 
set of word cards which he picks 
out and arranges to make 
sentences to communicate. Later 
he may learn to spell, and if 
he does not have enough physical 
control to learn to write he 
will be able to spell out words 
on a letter board, or perhaps 
learn to type. 
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COUMHTIMCS &. M UMBER WORK 



I1 J COUNTING 

If a pupil really understands counting, she will not find it hard to learn 
basic arithmetic, when it is taught properly. 

What is meant by counting ? 

Counting is much more than reciting "One, two, three, four, five, six, seven, 
eight, nine, ten". Reciting numbers is a speech and memory skilK like reciting 
a poem. It does not necessarily have any meaning to the pupil. Counting 
means much more than being able to recognise the figures 12 3 4 5 
6 7 8 9 10 etc: that is a reading skill. 

By counting we mean that if, for example, a pupil is shown some toy cars 

i^I^ ^^^*^c^I^^'^^ ^^^^ ^^"^ ^ would be able to say that 

there were the same number of each, and we call that number "three". If 
we then show some cups to this pupil ^^^^p^^Qa should be able to 

say that there are more cups than cars or balls, and we call that number 
"four". When the pupil can do this, he is counting. 

When we teach our pupils to count, we should follow a strict developmental 
sequence. Each new skill depends on the child learning the previous skill. 
The normal child can recite numbers by the age of about 3 years. She does 
not usually understand counting until she is about 6 years old. All too 
often, children are required in school to use numbers before they are ready 
for them. As a result, many pupils of normal ability feel that they never 
really understand maths. 



.11.-.?... EQUIPMENT FOR COUNTING ^ NUMBERS 

As explained in Section 4.7, mentally retarded children find it hard to 
•generalise'. Because of this, they should use a large variety of equipment 
at each stage of learning, so that the same or similar skills are learnt in 
many situations. This applies very much to counting and number work. The 
teacher should get into the habit of providing a wide variety of simple 
equipment for counting and numbers, rather than buying a few pieces of 
expensive equipment to be used agciin and again. A lot of simple number 
equipment can be made very cheaply by the teacher herself, as described in 
this chapter. 
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n,3 OBJECT PERMANENCE 



By about one year otd» the normal child has got the first conceptual ability 
related to numbers: an understanding of object permanence. By this, the 
child knows that a thing still exists even when she cannot see it. Before 
she learns this, the child does not look for a toy she has dropped, or 
which has rolled out of sight, because when she cannot see an object she^ 
no longer knows that it exists. 

The concept of object permanence is needed also for learning language, 
because in order to talk about things we need to be able to picture them 
in our minds, whether or not we can see them. If a child has not begun to 
iook for things when she has dropped them, then practise hiding toys under 
a cloth or in a >ox, asking the child to move the cloth and 'find'. 




11.4 ONE TO ONE 

Many children will already understand object permanence by the time they 
come to a special school. The next skill to work on is the use of the idea 
of 'one'. This is known as 'one to one correspondence*. When a pupil 
understands 'one to one\ she can jgive one plate to each child, or put one 
spoon on each plate or put one pencil with each exercise book etc. At 
first, the teacher should give to the child an exact number of things to 
put 'one to one'. Later, there can be some objects of one sort 'left over', 
which the pupil will put aside. 
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toy cars and boxas 



1 1,5 MATCHING 

Matching is a skiil related to One-to-One. Th^ teacher should provide two 
sets of matching picture cards. The first set is laid out on the table or 
floor, and then the pupil puts the correct matching card on top of each of 
the first set. Small objects can also be used in this way. The first of 
each pair of objects is laid out on the desk by the teacher and the 
inatchiivj object ia f>la<:<'d next to it by the pupil. 



Q 



9- n 




1 K6 S ORTING 

The next skill, sorting, should not be attempted until the pupil understands 
"one* and can match pairs easily. Sorting is the separation of a mixture of 
objects into different sets. For 
example, we could give the pupil a 
mixture of Lego bricks and marbles 
and tell him to put the bricks in 
one box and the marbles in another. 
All types of things can be sorted ~ 
cups and plates, pencils and books, 
nails and screws etc. At first, 
only two types of thing should be 
used. Later, when the pupil easily 
sorts things into two sets, three 
or more types of object can be used. 




ERIC 
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When first teaching pupils to sort things, use objects that are clearly 
different in kind. When a child can sort these things, then we use sorting 
skill to teach s/>e, e.g. 'big* and *smair (big bricks in one pile, small bricks 
in another); colours (children should start to sort colours before they are 
able to name them); shapes (separating round beads from square, sorting 
cut-out wooden shapes, or cards with shapes drawn on them). 



lliZ_SIZE, SHAPE, ARRANGEMENT 

In the early stages, the more experience the pupil gains of sizes and 
shapes, the more easily she will learn. Size will be learnt by building with 

bricks, playing with 
different sized con- 




tainers 
water, 
lumps 
dough. 



in sand and 
playing with 
of clay or 
She will learn 



the number of 
differently. The 
child also finds 
out, while she 
engages in her 
experiments with 
sand and water, 
that the amount 
of some material 
or liquid does 
not change when 
it is placed in 
a container that 
has a different 
shape, or when 
it is moulded 
to form another 
shape. 



about shapes by using 
inset boards and 
puzzles. 

At the first stage of 
all, the child learnt that 
objects still exist even 
when he does not see 
them. Now he learns that 
objects does not change even if they are arranged 
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n fi CLA SSIFICATIO N 

Classification is related to sorting but is more advanced The objects or 
pictures in one class are not the same, but they are all of the ^'"r^^''*^. 

e.g. toy animals (which may include 
camel, cat, cow, sheep, horse, 
pv« /rr\ «—» elephant) or toy vehicles (ii eluding 

LXJ fiV L 1 car. train, boat, motorbike); pirtuves 

of things to eat, pictures of clothes; 
boys' names, girls' names. 



1 1.9 ORDERING 




When a pupil can easily sort objects (e.g. bricks or beads or na.ls) into 3 
sets sorted by size, without mistakes, she is ready for the next stage 
which is called ordering. Ordering involves putting a series of objects in 
order of size, or number. Some of the Montessori equipment is very suitable 
for this (pink tower, broad stairs, graded cylinders, cylinder blocks, number 
rods). 



















, 1 T I 


C- 1 ■ 



« « 1 X 1 cm, to 20 X 10 X 10 cm. 

rmn block, tmnq^n^ trom 20 x 1 x i c«. to 

nms bm l^id out in MOf dift«r«Dt v«ys. 



Lth. 



Ten cubes ranqinq in 

■ ixe ttcm 1 X 1 X 1 c«. 

to 10 m 10 X 10 cm. 




T«n wooilan rod« or Btrip*, of oo* 
unit l«ii9th up to t«D unit l«o9tbs« 

«lt«rnat« oootr««tiD<i oolo«r». 
Tb* unit b« 1 c«- or 10 a 
oc mnj otbar l^nqtb. 
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Uhen • pupil Is proficient 
In using each block, sore 
than one block My be used 
laid out as sho^. 
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The pupil should be encouraged to play 
with this equipment freely, learning from 
his own experience. Ine teacher should 
sometimes show the pupil how to build 
the pieces *correctly\ but should not 
always be correcting the child. It may 
be useful sometimes to give the pupil 
only a selection of the pieces, of quite 
different sizes, so that he may more 
easily tell the difference between them. 
Even in this case, let the pupil also 
build freely with the bricks. 
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Cards showing the same object, but in different sizes, can also be used. 






to — 











» Ordering by number 

When a pupil can easily order objects by size she can start ordering groups 
of objects by the number of objects in them. 

To start, use t<»o sets of objects of similar size and teach the words for 
'more' arKi 'less' e.g. use 3 marbles and 7 small bricks (so that the pupil 
does not confuse 'more' and 'less' with 'big' and 'small'). Begin with a lot 
more of one set than the other, so that pupils easily see the difference 
If the pupil knows colours, it is good to use differently coloured but 
otherwise identical bricks or pegs for this task. When the pupil can order 
two sets of objects by number, she should try ordering three sets. 

Let her get into the habit of putting th- sets in order of size across the 
table - the smallest set on one side and the biggest set on the other. (It 
is not important whether 
the pupil works left to 
right or right to left, 
but *»hichever is used, 
she should always work 
the same way). 

When the pupil can do this . 
easily, start giving her a mixture of objects to sort and then put into 
order When she can do three sets easily, increase the number. Then start 
using adjacent (next) numbers of objects, e.g. sets of seven and eight 
objects, or four and five. If the pupil does not easily see the difference, 
show her how to line them up side by side to see which has more (just as 
the pupil may have put things together when she was learning the meaning 




yellow 
bricks 




set of eight 












•CP 


set of seven 
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Again. *^f^n the pupil knoma horn to handle real objects easily, cards can be 
used with objects or shapes dra.»n on them. . 



o o 
o 

o o 
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o 
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11.10 ARIT HMETIC 

I fa pupil can pot JO sets, each having from one to ten objects, into 
order according to the number of objects in that set, he is able to count 
All he needs to learn now is to attach to each set the name of the 

s^lS^O H M ' 'r'"* " '""^ -*"9'"9 'counting 

songs). He should also learn the figure that represents the number. 

Even intelligent children may become very confused by the traditional way 
of counting, pointing to objects and saying "One. two. three". Object 
number three ,s exactly the same as object number one. so what do we 
mean by g.vmg them different numbers ? And if we start counting at the 

^iilT "'I;^' ^'''^ ^'"-^^ l""*^' "o** l>^'^o"'es 'five'. A normal 

ch Id f.nds difficulty with this - and it is worse for mentally retarded 
children In fact, when counting is taught the traditional way. it is really 
saying "First, second, third". Three' really means the w/,o/e set of three 

JI^T \ l '! °" '^^^^"^^ other psychologists, 

and IS well tested and established. «•=>. 

» The Rules of Arithmetic. Once a pupil has learned to count in this way 

=,.:*i, 4. Tu , ^^^y *° '^^f" the basic rules of 

arithmetic. The rules should be introduced in a practical way. Once she can 
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count to ten. simple sums using numbers under 10 may be tried. Remember 
that the child is not yet able to hold abstract ideas of nusnber in her mind. 
Give her real things to count, such as bricks or counters. 

When the pupil starts working on paper she should first learn to represent 
the number symbolically on paper by drawing a line or circle for each 
object eg. o o o o for four, oooooooofor eight. CShe will 
probably by this time also have learnt to read and write the numbers U 2. 
3. etc. This is a reading skill, discussed in Chapter 10). 

At first she will still need to use real counters to work out sums. Later 
she will only need the circles in her copy book: 



* Addition 

5 (o o o o o) 

4 (o o o o ) 



* Subtract i on 
9 (ooooooooo) 

6 (oooooo ) 



The meanings of the symbols ( + ) ( - ) and ( = > can be hard for a 
child to understand, unless they are related to a practical, concrete task. 
Explain any sum that is written down, by showing real objects. The symbol 
( + ) or ( - ) shows the action to be done using the objects. 

In developmental terms, addition and subtraction are learnt at an earlier 
stage than multiplication and division. A child should master simple addition 
and subtraction before moving on to multiplication and division. 

* Numbers Over Ten 

When teaching numbers over 10. show the child the full number of objects 
and how we divide them into sets of complete te ns and write some left 
over'. Small objects like beans, 
peas, lentils, can be used. When 
the child first starts doing + 
written sums, let him use beans as 
counters. Each set of ten beans 
can be put into a small container, 
such as an empty matchbox, or the 
lid of a jar. When the pupil is 
doing addition sums, he should 
have spare containers so that if 
another full ten is made up it can 
be placed in its own container. 



35^ f?)A$ 
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Counting <Jr Number Work 



109 




31 a ^\ 



ooooo oo ooo 



O o o o o o o 



To teach subtraction, begin 
with numbers under 10. using 
objects such as beans as 
counters. When the pupil has 
learnt to do subtraction of 
numbers under 10 with ease, 
she can go on to larger 
numbers, again using beans 
and containers. Let the pupil 
find out that. e.g.. to take 7 
from 1 2. she must open a 
container of 10 beans. 



When she is easily able to do this with numbers under 20. she can go on to 
^rger sums, e.g. subtracting 29 from 52, again opening up a container. 
Whenever the child moves on to a new level of difficulty or a new topic 
he should start by using real objects (beans and matchboxes). However' 
when the child becomes familiar with the topic he can instead draw pictures 
in his exercise book of these objects - squares for boxes and circles for 
beans. 



* Multiplication and division 

The pupil should move on to the concepts of .multiplication and division in a 
practical way before any formal work is done. 



Tell the pupil to give two bricks to each other child. How many is that in 
total ? Share 14 marbles between 7 children. How many does each one 
get ? A pupil who is ready to start to learn about multiplication and 
division should be asked to do many tasks of this kind, e.g. put three 
tomatoes on each of four plates, put two blocks in each box, put two 
spoons of sugar in each cup. Similarly, if we have 12 tomatoes, how many 
can be put on each plate, etc. ? 



More formal work can be started by using a peg board with pegs. Nails and 
a board with regular holes, in straight lines, can also be used. To start 
with a board with 10 x 10 holes is suitable - if 
the child later does sums multiplying figures 
larger than 10, he can be given a bigger board. 
Show the pupil how to make a rectangle of pegs 
with the right number of rows e.g. 3x5 = three 
rows of five pegs. In this way the pupil will 
understand the meaning of multiplication - tl>at 
is more important than 'learning tables'. If a 
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child fully understands what is needed when she is asked to perform 
mutttplication, and if she is able to work out sums by this method, then she 
is ready to benefit by memorising tables. That will make calculations quicker 
- but before learning a 'table' she should work it out for herself using the 
pegboard. 

Division is done in a similar way - the pupil counts out the number of 
pegs needed, and puts them into the board in rows of the right length. The 
'answer' is the number of rows - with any incomplete row being the 
remainder e.g. if dividing 37 by 5, count out 37 pegs and put them into 
rows of 5 pegs each. There will be 7 rows and 2 pegs left ever 
(remainder). 

If a pupil has the ability to learn more complicated arithmetic, it may be 
better for him to transfer to a normal school. If he is too old to do so, 
he may leave school and begin to learn the skills relevant for a suitable 
Job, 

««««««««««««««« 

The following number-related skills can help pupils to lead more normal 
lives. They may be tried at the stages indicated. 

Alr^.L- >^E!GH!NG ADMEASURING 

The pupil should learn what we mean by weighing and measuring, even if she 
does not understand the meaning of the unitss used (e.g. metres, inches, 
kilos, pounds). She can weigh quantities for cooking and find out for 
herself that one kilo is more than one pao (quarter). 

At the stage where the pupil is learning about 'ordering', he compares one 
size with another. At the same time, he can learn to compare weights, 
identical containers (e.g. empty soap cartons or plastic boxes) may be filled 
with materials of different weight which the pupil places in order from light 
to heavy. He may also compare the height of fellow pupils to see who is 
the tallest etc. 

When the pupil has got some understanding of the concept of number 
(counting) as already discussed, she may start on measuring. The pupil may 
use a stick to measure the walls of the classroom, either using several 
sticks of the same length or using one stick and marking the wall where it 
ends and moving it along. Smaller sticks, or even pencils may be used to 
measure books, desks, table tops etc. The pupil says how many sticks long 
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is a given object. When this activity has become familiar, sticks of a 
standard length (one metre or one foot) may be used, to learn the standard 
units. 



11.12 MONEY. FRACT IONS & TIME 

* Money. The pupil should learn to recognise notes and coins. This depends 

on colour recognition and perceptual skills. When the pupil can 
sort colour aini size, he can go on to money. I he ability to calculate 
money will come only with arithmetical skills. Some mentally handicapped 
children may never reach this, but at least the child should learn that if he 
is buying something costing 60 rupees he should give a red note (100 
rupees) not a green one (10 rupees). He should also learn that if something 
costs 2 rupees, the shopkeeper will not be happy to yet a red note. A good 
way of teaching the use of money is to take the children shopping regularly 
and let them handle the money. A classroom 'shop* can also be an enjoyable 
way of learning these skills. 

* Fractions. Calculating fractions will be too hard for our pupils, but 

they should learn the commonly used words for fractions. 
They may understand them only in particular contexts, e.g. half an apple, 
half a biscuit. Fractions are best introduced using foods. Jigsaw puzzles 
may also be half complete, showing half a man or half a flower. In weighing 
or buying food, pupils will hear and use the word 'quarter' (*pao*) but they 
will think of this as a unit of weight rather than as a fraction of a larger 
weight. 

Inset puzzles may be made of squares or circles cut up into segments. This 
gives the opportunity to use the words for fractions, for the child to 
count how many 
pieces make 
the whole, how 
much is left 
when you take 
one away, etc. 



* Time. As part of language training, pupils should learn the difference 
between morning, evening, night etc. Also days of the week. If 
there is a clock in the classroom, it should have a large clear face. When 
the pupil can read the numbers, slie should learn first to tell full hours. 
Then she can go on to half and quarter hours. When she knows these, 
minutes can be started. The tcdcher can make small cardboard ^clocks', with 
hands which the pupil herself can move around. 
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There are two systems of telling the time: digital clocks use one method 
and traditional clock faces use the other, e.g. Ten f.fteen\ Two th.rty 
five', as against 'A quarter past 
ten\ 'Twenty five to three*. The 
teacher should decide which to 
use, and stick to one system. An 
older pupil can learn the other 
system too if needed, and if he 
is easily able to use the one he 
has already learnt. 

If a pupil is capable of learning more detailed use of weights, measures 
money and fractions, and is still young enough to transfer to a normal 
school, it would be more appropriate for him to do so. 
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12.0 DAILY LIN/ItvJG SKILLS 



i2J_WHLaH SKjLLS..? 

Daily living skills are those practical skills which enable a mentally 
handicapped child or adult to lead a more independent or more normal life. 

They include basic skills such as feeding, dressing, toilet training and 
washing, and more advanced skills like shopping, travelling by public 
transport, taking part in social activities, doing useful tasks at home, 
coping with emergencies, vocational activities. 

J2^_fAMJLXJNypLVEMENT_ .1N_SK1LLS TEACHING 

Ideally, parents should work together with teachers on all programs to 
teach daily living skills, using at home the same methods as in school. This 
helps everyone: 

1) The teacher knows that her goals are suitable for the life which 
this particular child leads within his own family; and that her work is 
not being overturned by family members aiming in a different 
direction. 

2) The child more easily understands what the adults want, when all the 
adults aim at the same goal and all give rewards for the same 
dchievement. 

3) The parents have the dignity of being consulted about their own 
child, and of having their experience respected by the teacher. At 
the same time they learn some methods of teaching which may be 
new to them, which they can apply to other situations with their 
child. The teacher may also learn new approaches from the parents. 

This ideal does not always work out in practice. Sometimes parents cannot 
spare the time, especially if there are other children in the family. Some 
parents may be poorly motivated for teaching daily living skills, e.g. they 
may be more concerned that their child learns to talk than to feed himself 
Others may simply not believe that their child can learn a particular skill 
having waited for years for the child to 'develop it automatically' or having 
previously tried to 'make him do if, without success. 

In .tha_t case, the teacher needs to start work at school even without 
support from the home. When the child has learnt some new daily living 
skills and has begun to use them at home, family members may more readily 
get involved in future. Parents should always be told which skills their child 
IS learning and the teaching methods being used. The parents' own wishes 
should be considered when deciding which skills to teach first. If the 
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parents give high priority to skills which the child is not yet ready to begin 
learning, the teacher should explain carefully why this is so. 

Methods used to teach daily living skills are described in other parts of 
this book, e.g. task analysis, backward chaining, shaping, modelling (Chapter 
4). To teach the more advanced social skills, use can also be made of role 
play, story telling and discussion. 



12.3 FEEDING 

Most children, even with severe mental retardation, learn feeding skills 
because they are strongly motivated to eat and drink. The food itself is a 
reward for achieving success. 

♦ Biscuits 

Biscuits are an easy food to use for most children to learn to feed 
themselves. A physical prompt may be needed (see Section 4.3). The prompt 
can then 'fade* (reduce little by little). To start with, if the child does not 
herself hold the biscuit, the teacher should put the biscuit into her hand, 
then put his own hand over the child's, keeping the child*s hand closed on 
the biscuit. The teacher guides the biscuit to the child*s mouth, if the child 
cannot yet bite, use a soft biscuit that crumbles easily in the mouth. If 
the child likes the biscuit, she will soon learn to take it to her mouth and 




the teacher can stop guiding the 
movement. As the pupil's grip 
becomes firmer, the teacher can 
take his hand away. Many 
children are able to learn this 
skill in a single session. 



Parents do not always 
think that their child 
can learn a simple skill. 
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If the child does not 
like one biscuit, try 
another sort, or other 
food that can be firmly 
held in fingers. Once 
the child can eat a 
biscuit, he soon learns 
to eat other food that 
is easily picked up, 
e.g. small pieces of 
bread, dried fruit etc. 



# Using a spoon 

Task analysis (see Section 4.6) divides spoon feeding into the following 
steps: 

1) pick up spoon. 

2) take spoon to food on plate. 

3) push spoon into food. 

4) lift food on spoon. 

5) take food on spoon to mouth. 

6) take food into mouth, off spoon. 

7) repeat from step 2. 

At step 6, the child is 'rewarded' by getting the food. So the first step to 
teach is step 6, and the others steps are taught in backward order, so 
that the child continues to be well motivated each time by always getting 
the reward. But the child should hoid the spoon from the beginning of the 
session, whichever step is being taught. The teacher may have her hand 
over the child's, holding the child's hand closed over the spoon. Step 5 can 
be divided into smaller steps: at first the teacher releases her hold of the 
child's hand one inch before the mouth, then three inches away, then six 
inches, then releases as soon as the spoon has taken up some food. 

Teaching a handicapped child to feed himself is likely to be messy. This will 
improve with practice. Normal children also go through a stage of 'messing' 
with their food: it is a normal developmental stage. 
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* Meahtime Models 



Children learn to eat the may adults eat, whether by breaking off a piece 
of chappati and picking up food in it, or by using knives and forks, or 
making balls of rice and dipping them In sauce. Whatever the method, 
children learn mostly by watching and copying what other people do (called 
mode/nng>. 

So children need to see what other people do when they eat. To learn to 
behave at mealtimes as adults behave, it is best if children eat at the 
same time as the adults at home. They will copy what they see the adults 
doing, with a little prompting (verbal or sometimes physical). Where it is 
not the normal custom for children to eat with adults, the children should 
at least be able to watch the adults eating, or they should eat with older 
children who have learnt good eating behaviour. 

in school, the teachers may also eat with their pupils. If not, they should 
sit with them at mealtimes to teach feeding to those who need it, or to 
talk with the pupils about their food. It is not useful for the teacher to 
stand over the pupils at mealtimes barking orders at them. Nor should the 
teachers go off and talk together, leaving the pupils to eat without 
supervision. Meal-times can be a very useful and enjoyable time for 
learning. 

12,.4_^_PRPBLEM5 WITH FEEDING 

* No interest in food. 

A normal baby from the earliest age shows interest in food. If fed from a 
bottle, she smiles on seeing it and tries to hold it herself. If he takes 
mother's milk, he shows his interest in many ways. If a mentally retarded 
child shows no interest at all in food, his attention must be drawn to the 
food: showing it, hiding it and bringing it out, making him pat and hold his 
feeder, talking to him wvhile feeding him. The aim of these activities should 
be to get him to open his mouth in recognition of food, and to develop 
enough interest to be motivated to learn to feed himself. 

* Fussy feeding. 

All children have some foods which they dislike and do not want to eat. 
This is normal and should not be regarded as a problem. But some mentally 
retarded children take such a small variety of foods that their health is at 
risk. Children need a good variety of foods to keep healthy. 

When aiming to increase the variety of food that a child takes, it is best 
to start with food having a taste similar to what the child already likes. If 
she likes only milk, for example, start with yogurt, cereal cooked in milk 
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(rice or suji) or ice-cream. Give small amounts of the new food, then 
reward the child with wvhat she likes. It may help if the child gets some 
other nonfood reward whenever she takes a taste of the new food, e.g. 
the teacher sings a song, or lets her hold a favorite toy. A child may lose 
her food 'fads* when she starts going to school and sees that other 
children enjoy eating many sorts of food. 

* Physical disabiiities 

Children with physical disabilities, especially those with cerebral palsy, 

should always sit to eat food and to drink. If the child is lying down, 

or if the head falls or • ■ j 



is bent back, it is 
harder for the child to 
swallow. Apart from the 
difficulty, there is 
also a risk of choking 
or of food getting into 
the lungs and causing 
infections. (See also 
Appendix V). 




Some children find it hard to control their mouth movements, in chewing and 
swallowing. To help a child to chew, place the food (e.g. a piece of bread) 
between the teeth at the side of the mouth, support the jaw by putting a 
finger to gently press upwards on the jaw, with anotJ"^ finger on the jaw 
joint. The teacher should not move the child's jaw up and down, but if she 
makes chewing movements herself, the child may be helped to imitate. 
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1 2,5 TOILET 



The aims of toilet training are that the pupil (a) should know when he 
needs to use the toilet; <b) takes himself there when he needs to; (c) uses 
the toilet with a good level of hygiene and cleanlin^^. 

Some special schools will not enrol children unless they are toilet trained. 
There are some teachers who do not consider it part of their duty to do 
toilet training. Both these attitudes are unfortunate and unprofeasionaL 
Every teacher of mentally handicapped pupils should be able to advise 
parents who want to toilet train their child at home. The advice can be 
useful only if it is based on the teacher's owh practicaL-experience. 

Many children with mental handicap learn to use the toilet without 
difficulty, within a few weeks of starting school. Seeing what the other 
pupils do, they start to use the toilet or pot when placed on it. Then they 
learn to tell whenever they need to use the toilet. The 'sign' in use 

at school need not be so frank as the one used by the 
child in the picture I 

To begin with, the child may tell when he has already wet 
or soiled himself. Do not be angry or impatient. Do not 
make any fuss. Just change his clothes calmly. It is 
usual for children of normal ability to learn first to tell 
when they are already wet or dirty. Lat€ir on they learn 
to tell that they ire just going to produce a stool 
ishlD. Later still, they know that they are just going to 
produce urine (crater). 



Sometimes an older mildly retarded child may not be toilet-trained, simply 
because she does not know that people use the toilet - in cities, it is not 
something a child normally sees other people do. If someone models the use 
of the toilet, she should quickly learn to do the same herself. 

♦ Planned Toilet Program 

Children who are more severely handicapped often need a carefully planned 
program to learn to use the toilet. It is not always possible to teach these 
children to tell an adult when they need to use the toilet, but they can be 
taught to use the toilet/pot when they are placed on it. 

To start the program, watch the child closely for a few days, taking notes 
of the times when he is wet or dirty. (Check him every 5-10 minutes). If 
there are regular times when he is wet or dirty, place the child on the 
toilet/pot shortly before these times. It is usually easier to find a regular 
time for stool and urine. It may be possible to tell from the child's face 
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when he is starting to pass stool, and he can then be taken quickly to the 
toilet. 

As soon as the child produces something when she is sitting on the toilet 
or pot, she should be given a reward with plenty of praise. (If the reward 
is not given until 5 minutes later, she may think she is being rewarded for 
sitting doing nothing, instead of for using the pot.) IN^ A TOILET 
PROGRAM, N EVER LEAVE A CHILD SITTI NG ON THE TOILET " FOR MORE 
THAN 1Q MINUTES, 

If the child does not have regular times for passing urine, put him on the 
pot for up to 5 minutes every hour (or even every half hour). Again he 
must be rewarded immediately on producing. If some crumpled metal foil is 
placed in the pot it will make a noise when urine is passed onto it, so that 
the teacher or parent can give a reward immediately. 

The toilet program should be an enjoyable activity. The child should never 
feel that he has been left sitting on the pot without any attention, or as 
a punishment. The teacher may give a little reinforcement such as a smile 
or a few words of encouragement while the child is sitting, and then give a 
bigger reward when the child produces. It is usually not helpful to play with 
the child while he is sitting on the pot, as this may distract him from the 
main lesson of learning to use the pot and being rewarded for doing so. 

The child should learn that she will be rewarded for passing her stool and 
urine in the pot or on the^ toilet. She should not get any special attention 
if she wets or dirties her clothes. If it happens, do not punish her in any 
way, but simply change her clothes without any fuss. Do not scold or talk 
or sing to her while doing so, otherwise the child may think that this is a 
good way of getting attention. 

If a child refuses to sit on the pot, the teacher will need at first to give 
a (small) reward for doing so. In_this case the teacher may talk or play 
with the child while he is sitting on the pot. When the child produces 
something, a special reward should be given, e.g. a sweet or a piece of 
biscuit or fruit. The teacher should then continue playing with him for a 
few minutes after taking him off the pot. so that the child does not see 
his (small) reward stop as a result of using the pot. 

Toilet training is not complete until the child has learnt to clean his body 
afterwards in a socially accepted way and then wash his hands. The 
person who shows him how to clean himself should mode/ the actions and 
should also say what is done. 
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Task analysis and backward chaining may be used, e.g. 

(1) fill 'lota' with water; (2) take lota in hand; (3) squat over toilet; 
(4) pour water on part of body; (5) put down lota; (6) tear off a piece of 
toilet paper; (7) take paper in left hand; (8) wipe part of body; (9) drop 
paper in toilet; (10) repeat until clean; (It) pull up clothes; (12) wash 
hands carefully. 



Gourd baby 




plug 




Children may be 
helped to learn 
about toilet 
activities by 
play with dolls, 
putting them on a 
toy toilet and 
cleaning them 
afterwards. This 
may also be of 
use in explaining 
to parents how the 
toilet program is 
done in school, so 
that they can do 
the same at home. 

When a family does not have a toilet at home, and they use a field or 
open space, their child may be unwilling to use the school toilet. For 
reasons of health and hygiene, all children should be taught to use the 
toilet when at school. New pupils who are already able to ta<e themselves 
to the toilet should be shown where it is as soon as they start school. 
They may not know how to ask for it, and so they might have an 
embarrassing ^accident'. 

Older pupils should learn what to do when they need a toilet away from 
home or school. They should know how to use public toilets and those in 
hotels or petrol stations, if available. They should be taken to use them 
while on outings from school. They should also know what to do if no toilet 
is available, i.e. to go out of public view, behind a bush or wall. 

Sometimes a child who has been toilet trained for a long time may start 
having 'accidents', i.e. to wet or dirty himself. This may be caused by some 
physical illness, or it may be a side effect of medicines, or the child may 
be worried about something. For example, there may be a new baby in the 
home and the older child feels he has lost his mother's attention; or he 
may have heard his parents quarrelling. Try to find out from parents or the 
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pupil herself what is worrying her. Give her time to talk about the problem, 
perhaps using puppets or dolls to tell what happened* 

Parents may complain that the child wets his bed at night. Advise them not 
to give the child drinks in the evening, and to wake him up and send him to 
the toilet after he has been asleep for a coupk of hours. Not all children 
can oe helped by this, but many are. At very hot times of the year, drinks 
should not be restricted. 

A boy who is physically disabled and unable to move himself to the toilet 
may learn to pass urine in a plastic bottle. The use of this should be 
demonstrated to him by a brother or another boy. For discussion of other 
aids for physically disabled children see Appendix V. 



12.6 WASHING & GROOMING 

A child can be taught to wash and dry herself, clean her teeth, tidy hair 
etc. with a combination of these methods:- 

* Modelling: the child should see other people washing, 
cleaning and drying themselves. 

* Task Analysis and Backward Chaining: breaking the skill into 
many small steps and teaching them one by one. starting from 
the final step and working b^ick. 

* Play with dolls, to see how different parts of the body are 
washed and cared for. 

It may also be appropriate to teach some older pupils to wash and dry 
their hair and use scissors to trim moustache. 

Older girls may learn to put on a little make-up. They should also talk 
about its uses, where and when it is suitable, why too much of it looks bad 
etc. Girls must be taught to look after their "feminine hygiene" and what to 
do with used materials. A woman teacher should prepare herself to talk 
about these matters with older girls and with mothers. 

If it is usual in a family for men to shave themselves, a boy should also 
learn how to shave himself, using a safety razor. Otherwise, he should learn 
how to behave j^orrectly when visiting a barber. 



1.2J.__DRESS!NG SKILLS 

A pupil mho is learning to dress herself needs plenty of time and 
opportunity to practice. But when children get dressed at home in the 
Zrning it is a very busy time for most mothers. They do not usually have 
time to teach their children to dress themselves at that time. So the 
school must give pupils time and help to learn to dress and undress 
themselves, and should also let mothers know. »<hen their child learns a new 
dressing skill, so that they encourage the child to do it at home. 

The dressing skill that pupils most often need in school is to take down 
and pull up shalwar/trousers/knickers in toilet. This is such a useful skill 
that it should be taugl^t first. It is good if trousers or shalwar have 
elastic waistbands rather than fasteners (e.g. zips, hooks or buttons) so 
that the pupil can more easily be independent in the toilet. Use of 
fasteners is a harder skill which the pupil will not learn until after she can 
put on all the basic items of clothing. 

A box of 'dressing up' clothes is useful. Many of the clothes in the box 
should be too big for the children - this makes them easier to put on and 
take off. 

In winter pupils should take off coats when they reach school, then put 
them on again when they go out. Putting on old shirts for art work, 
changina clothes for physical education or water play, gives a chance to 
practise' dressing skills. If the pupil is not ready to put clothes on himself, 
he can learn to cooperate in being dressed, .^upils may learn *"hat is 
involved in dressing when they play at dressing dolls. Older children may like 
to help dressing some of the more severely handicapped small children who 
are not yet ready to learn to dress themselves. 

Most children learn to take off their clothes without any special program, 
just with some encouragement and perhaps some verbal and gestural 
prompts. Learning to put on clothes however requires task analysis and 
backward chaining. 

Easy tasks should be taught before more difficult ones. Pupils will usually 
find it easier to learn to put on a large, loose, sleeveless waistcoat, 
before they learn to put on a coat, sweater or shirt with sleeves. When 
the pupil can put on upper clothes which open down the front, he should 
learn to put on clothes which go over the head. Start with a large 
sleeveless vest (with a big opening for the head.) When the pupil can put 
this on easily, try clothes with sleeves. 
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Socks are easy to take off. but many children find them hard to put on 
Large loose practice socks* can be made by cutting off the sleeves of an 
old sweater and sewing up one end. (See Section 4.5 for task analysis of 
putting on a sock). 7 « 

Task analysis of a method to put on a shalwar (with an elastic waist 
band). The steps should be taught using backward chaining. 

1. Pick up shalwar. holding top edges. 

2. Sit on upright chair. 

3. Hold shalwar against legs, with front away from body. 

4. Lower shalwar towards ground. 

5. Open top edges. 

6. Put left leg in to shalwar, taking care to put into correct leg-hole 
/- l"ush leg through until foot comes out at bottom. 

8. Put right leg in, taking care to put in other leg-hole. 

9. Push right leg through until foot comes out. 

10. Pull top of shalwar up above knees. 

11. Stand up, keeping hold of shalwar. 

12. Pull top edge of shalwar up to waist level. 

13. Arrange shirt/kameez correctly. 

The pupil will not be taught to put on his shalwar until he is already able 

f Z^/'^w!^.?"'" ^''""^^'^ be capably of 

steps f 0/1 1/12/ 1 3 before starting the task above. The teacher should 
prompt the ch.ld through steps 1 - 9 (physical prompts if needed, but for 
some children a verbal prompt may be enough), and the child does steps 10 

sti 9 ""^^ ;k"''*^ encouragement. When he can do this unaided he will Jearn 
Step y, and then step 8, etc. 

A method for putting on a coat 

1. Pick up coat at top. 

2. Put coat over shoulders. 

*3. Hold left front edge in right hand. 

4. Find left sleeve hole. 

5. Put left hand into left sleeve hole. 

6. Push left hand through sleeve. 

7. Pull coat up on left shoulder. 

8. Bend right arm to find right sleeve hole. 

9. Push right arm in right sleeve hole. 

10. Push right hand through sleeve. 

11. Pull coat forward on shoulders. 

ihlt^tL'";?' her weaker or less coordinated limb in first. 

Whether this is left or right side. 
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Children wilt find it easier to start with a loose fitting garment with loose 
sleeves, which does not slip off the shoulder when the f .rst arm .s bemg 
pushed in to the sleeve. It helps if pupils have first learnt to put on a 
sleeveless waistcoat. PuU-over sweaters, vests and shirts may be pulled 
over the head before the arms are put in. or the arms may go m first and 
then the head. Loose and sleeveless items are easier to begin with. 

Children need practice, but they will be unhappy if they are asked to put on 
and take off clothes too often. If the pupil is learning put clothes on. 
the teacher may first undress him (even though he can do it himself). I his 
little personal attention will encourage the child to go on learning. 

As a change from putting 
on their own garments, 
pupils should help the 
teacher to put on her 
coat, sweater or sock, 
telling her what to put 
next, or doing it for 
her if she pretends not 
to be able to do it 
herself. 




* Buttons. 



The pupil must have quite advanced "fine motor" (small 
movement) skills before being able to handle most sorts of 
fastener It is best to start with big buttons ^*he bigger the better). Task 
analysis and backward chaining may be needed, but more able chi oren can 
learn after modelling with only verbal prompts. When the child easily handles 
big buttons, gradually use smaller size buttons. 



« Practice Boards. 



Buttoning boards with graded sizes of buttons are 
useful to start with, as the pupil can more easily see 
what he is doing. But the cloth is held together differently on a 
practice board, as compared with clothes that the 
child is wearing. The hand positions are different. 
It is also useful to make a set of waistcoats with 
different sized buttons which the pupil can practise 
doing and undoing. Other fasteners can be taught 
with practice boards. Remember that the pupils find 
it hard to generalise skills. They may have learnt 
how to do the buttons o.i one piece of clothing but 
may still need help doing the buttons on other clothes, 
though they should learr the second set more quickly. 
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» Cords and laces. Again use task analysis, backward chaining and 

prompting - perhaps a physical prompt, but a verbal 
prompt may be enough. Tying cords on a practice board is a useful start 
but probably will NOT generalise to shalwar cords and shoelaces. These will 
need to be taught separately. 

Teachers should talk with older pupils about choosing suitable clothes The 
teacher may take pupils to the bazaar and discuss the clothes they see on 
sale. 

Washing clothes and cleaning shoes may also be included in the activities of 
the school. 

Even very severely physically handicapped children can be taught to dress 
themselves independently. (See Appendix V) 



.l2i8__G0IN^^UT.j^Np_AB^^ 

Pupils should be taken shopping, travelling on public transport (bus wagon 
tram), to eat out and to public functions, on outings from school. But 
going out ,n a well-supervised group is not enough to teach a pupil how to 
do these things by herself. Pupils should be given responsibility on outings: 
to go alone to the stall to buy whatever is needed; to buy tickets when 
using public transport; each pupil buying his or her own entry ticket to 200 
or museum etc. 

To build up children's confidence to do these things alone, a pupil may go 
out with a teacher supervising him at a little distance. They may sit 
s^arately in the bus or restaurant, the teacher watching from a distance 
while the pupil goes into shops - the teacher not interfering, but being near 
If the pupil gets into any difficulties. 

■5 ffoad safety is vital for pupils. They should be taught a drill (routine) 
for crossing the road safely, and how to walk safely alonq 
busy streets They may start with play in the classroom, with toy cars and 
dolls. Then they should be taken to practise their drill on quiet streets 
before using busy roads. Older pupils should know that they may see people 
acting unsafely, but should not copy them. 

Pupils should have some knowledge of their surroundings, how to get around 
the town where are the important places, like the bus station, the post 
office, the hospital. They should know what to do and where to go if lost 
or ,n an emergency. If a pupil has a telephone at home, she should know 
where to go to make a telephone call and how to use the telephone 
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A3 well as outings, teachers and children should discuss how to behave m 
pubirc with role play, dramatic acting out of situations and stones about 
how to cie with various situations that may happen Pupils should know 
how to b2ave if approached by the police. It is useful .f a policeman (m 
unrform) visits the school and talks to the pupils, lett.ng them ask h.m 
questions, (or they could be taken for a visit to a police station). 

« Avoidinq Trouble. Parents are often unwilling to let young people to go 
* ^ ^ out alone, in case they get into trouble. Older pupils 

should learn to avoid political demonstrations and fights. They should know 
to deal with a person who tries to involve them in illegal or immoral 
actions: it should be discussed, with acting-out role play and atones e.g^ 
what to do if offered a lot of money to carry a packet of drugs to 
Tnother town; how to get out of the situation without <l-3- J^^^^ 
teachers should discuss with boys how to avoid homosexual approaches 
Female teachers should talk with older girls about what to do if spoken to 
by a man whom they do not know, and why they need to behave modestly 
when in public. 

• Pupils should talk about and act (maybe using puppets) socially correct 
behaviour on meeting people and know the leve, of politeness used w th 
different people. They should also understand the right way to behave with 
people of the opposite sex - always with respect and a -nse of 
responsibility, but the kind of behaviour considered proper varies a lot from 
on7 culture to another. Role play, puppet play stories and discussion are 
useful for learning these things. 



Pupils may hand out 
refreshments at parent 
meetings and other 
functions, as part of 
learning how to behave 
towards guests. Pupils 
may discuss and act 
out the duties they 
may need to perform at 
weddings and other 
family functions. 




_12.9 AT HOME 

Pupils should be taught at school some skills that will help them to be 
useful at home. «.g. keeping their things tidy, washing dishes sewina 

ro°ot"'-fh"'' °' T^'T ""^'"^ --'^'"9 Rothes cleani:;^a 

room. They may also learn some gardening skills (including care of tools) 
and care of animals. It is good if they know a safe way To light ? res aS 
gas-cookers, and how to change a light bulb safely. 

OJder pupils should know whom to contact in an emergency. For example 



Pupils should be aware of health problems - to know what sort of problems 
orl-ft. . ; themselves with small problems such as a^Hnt^ 

b°ath;'^:wt""?tc.^"'- °^ r^z 

lollsttt^'l^: --^P'e Checking ta^s: check 

ri!^om/ K°"'l u ^"'""^ ^P^"^ ^'""^ activities, otherwise they may 

become bored at home, resulting in problems. Teachers should try to 

encourage parents to allow their retarded child to make friendships with 

other children, and to go out with brothers/sisters as far as possible 

* Vocational activities. Some may be taught in school, but if parents 
^ skills they want their child to learn 

they may arrange for a craftsman to teach them. The teacher shodd then 
be prepared to visit the craftsman and give some hints on how best to 
teach the pupil, helping if any problem arises. 
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13.0 AR-r. MUSIO F^OOD 



13.1 GROUP WORK AND TIMETABLE 

Most of the work already described - language and communication, number, 
reading and perceptual skills - will be done by children working s.ng^ or m 
smaVl groups (alongside children doing different tasks). Other work done 
individuairor in Tmall groups includes "fine motor" act.v.t.es (usmg small 
precise movements, such as cutting out); pre-vocat.onal act^.t.es ^ch as 
learning to handle tools, do sewing: daily l.v.ng sk.lls such as doing up 
buttons and fasteners etc. 

Through the school day. regular changes of activity should be made so that 
pupils do not get bored. But change should not be made thoughtlessly, just 
b^ause it is 10 o'clock and the timetable says that a different activity 
^ould begin. 

In this chapter, activities are described that should be a regular part of 
the school curriculum and may involve larger groups or the whole class. 

13.2 SAFETY MEASURES 

Some of the following activities involve some risk of accidents, e.g. when 
pupils are usir« knives or hot oil in food preparation or are do.ng 
movement exercises. Teachers should try to develop "accident prevention 
awareness, moving furniture, cooking pots, sharp objects etc so as to 
make accidents less likely. With older pupils, efforts should be made to 
increase the pupils' own awareness of dangers. 

» Emergency I As well as these safety measures, the teacher should have 
a clear plan in mind, agreed with the school management, of 
^at to do if an accident happens, e.g. keep calm, send for help, use first 
aid kit, take child to nurse or hospital, make sure other pupils are still 
being supervised, inform parents, make written note of incident etc. 



13.3 FOOD PREPARAT ION 

Most children are interested in food and will enjoy cooking and eating it. 
Pupils will show more interest and learn more quickly about colours, sizes, 
counting, weighing etc.. if they are able to use these terms in talking about 
items of food, as compared with counting bricks or talking about buttons- 
Learning to prepare food is a useful skill for everyone. Pupils will be able 
to help at home in preparing meals, and after practice they may succeed in 



Art. Music i Food 



p. 129 



147 



preparing meals unaided. Families are very happy when girls learn to cook 
food, but boys can also learn a lot from these lessons. 



Pupils should start by making simple things, doing simple tasks such as 
spreading sandwiches, shelling peas, cleaning rice and lentils, cutting 
tomatoes. Care must be taken over cleanliness and safety. Hands must be 
washed before food preparation, and kitchen tables kept clean. Pupils should 
be taught careful handling of hot pans and sharp knives. 

Good hand control should be practised, before pupils learn to use sharp 
knives. Special care should be taken to avoid accidents with hot oil or 
ghee, and also when pupils are learning to light the gas. Even more care 
mnst be taken if a child needs to learn to light a kerosene cooker. They 
will need to handle this if it is the normal way of cooking at home, but it 
should be attempted only by sensible pupils. 

Children should eat in school the food they have prepared. At this time the 
teacher can concentrate on teaching those pupils who cannot yet feed 
themselves to do so. 

Time should be given to food preparation at school on a regular weekly 
basis. 



1 3.4 ART WORK 

'Art- includes all activities, other than writing, in which the child makes 
marks on materials. 'Painting' and 'drawing' can include scribbling and making 
marks. This 'art work' is something that the child herself has done. She 
must know that it is valued by her teacher. 

Art work is useful for many reasons. It gives practice in controlling hand 
movements - handling brushes, clay, dough etc. It helps with communication 
skills - children can be encouraged to talk about their work. Pupils with 
poor language ability can sometimes use drawings and paintings to express 
their thought and feelings - so can children with emotional problems A 
pupil who has passed the stage of scribbling will think about what he wants 
to do. and so begins to plan and organise his thoughts. Colour, pattern 
space, length, number, size and relative position are all experienced by th^ 
child in creating his picture. Symbolic representations of objects, actions 
and ideas may also be included. 

» That's My work ! Pupils' art work should be valued and appreciated. This 

will build confidence. The teacher should therefore 
praise art work and display it in the classroom (fixed to a wall or 
cupboard) for a few days where the child can easily look at it - fixed at 

1^ .2 -. 
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or below the level of the child's eyes. Art work should be something that 
every pupil can enjoy - even the most severely haixiicapped child should be 
able to produce some successful work. 

This is different from 'Art' as traditionally taught in most schools of 
Pakistan and some other countries,. 

•Art' as traditionally taught is usually nu more than copying a teacher's 
drawing. In Chapter 10 on Reading, we saw that to copy simple shapes is 
useful in children's perceptual training at a certain stage of development. 
However, pupils* art work should generally be thei r own work, showing how 
they see the world, not how well they can copy. When they are allowed to 
draw freely, children draw the things that are important to them, things of 
which they are most aware- 
Children should not be corrected for drawing in a different way from 
adults, although it is good for them to see drawings and paintings made in 
a variety of adult styles. As can be seen in children's drawings of "A Man", 
they are first aware of the face, and become aware of the rest of the 




Drawings of a man, by normal child aged 2, 3, 4, 6 

A child's first artwork will be marks and scribbles. From a mental age of 
about 2V2 years, children may try to draw or paint people or things. From 
then on, their art work may be either representational, in which a thing or 
scene is represented, or non-representationat - a pattern of shapes and 
colours that are not meant to look like any object. The teacher can 
encourage the child to talk about her work by saying "Tell me about this. 
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Rfishida" rather than 
asking "Whafs this ?" 
What the child has 
drawn may not be any 
thing and yet stiii 
may be a good piece 
of work. Lots of 
praise should be 
given for art work. 



♦ Showing Parents. 

Pupils usually tike 
to take artwork home 
to show to their 
parents. The teacher 
should try to help 
families understand 
the efforts made by 
their child, so that they will show pleasure and value the work. If parents 
fail to do so, if they soon throw away the artwork, the child will be 
discouraged and may lose interest in her work. If it seems likely that 
parents will not show appreciation, the pupil should only seldom take home a 
special piece of work. Displays can be made in the classrooms and school 
corridors of artwork produced by pupils. When taken off the wall, artwork 
can be kept in separate folders for, each child, to be shown to parents 
¥^er\ they visit, or on Open Day. 
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* Paper Children should be given a variety of tnateriats to work with. 

Sheets of paper should be of large sizes - at least 18" x 1 1" 
(45 X 28 cm)» bigger sometimes^ and for small children as big as possible 
(IB" X 23" or 45 x 60 cm) Paper should be used in various positions, e.g. 
on the table, on the floor, pinned to the wall, on an easel. Different 
coloured paper may be used, if available. 

* Paints Non-toxic powder paints are most useful. (But not boxes of 

water paints, which are suitable only for a few more capable 
older children). For finger painting, powder paint may be made thicker by 
adding flour and salt (the salt stops mould from growing on the flour). 
Food colouring with flour and salt may also be used. Older pupils may use 
small pots of household paint, but these should not be given to pupils who 
might eat or taste them.) Care must be taken to clean paint off brushes 
after use and to protect clothing. 

* Crayons Younger and severely handicapped pupils should use crayons that 

are thick, easy to hold and non-toxic (not poisonous). Older 
children may use ordinary wax crayons. 

^ Brushes For painting, small pupils will find it easier to handle thick 
brushes. The smaller sizes of house painters* brushes are more 
suitable (and cheaper) than artists* brushes. Older children may sometimes 
like to use thinner, more precise artists' brushes. Pieces of sponge may 
sometimes be used for applying paint. Some pupils find them easier to 
handle. 

* Overalls Old shirts (kameez) should be available to wear as overalls for 

protection - especially useful when finger painting or using 
household paints. They should be as large as possible, to cover the ordinary 
clothes, but with sleeves cut back in order not to get in the child*s way. 

* First Marks Younger and more severely handicapped pupils simply make 

marks on the paper, with no meaning intended. They should 
often finger paint, with fingers or hands directly on the paper. Sometimes 
they should paint on to a formica topped table or washable plastic surface. 
Paper can then be pressed on top as a kind of printing. Hand prints may 
be made ¥vhere the whole hand is lightly covered with washable paint and 
then pressed on paper. Foot prints may be made in the same way on the 
classroom floor. 

* Scribbling Children develop from making simple marks to scribbling. This 

begins as an up and down movement. Later, circular 
movements develop. If the pupil always scribbles up and down, the teacher 
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should encourage and show her how to draw circles, sitting beside the pupil. 
Pupils should be allowed to use either or both hands, as they wish. 



* Printing Older and more able pupils will often paint with brushes or 
sponges or use crayons. However they should sometimes do 
other kinds of work too, e.g. printing, and hand prints where they compare 
the size of one another's hands. Pupils may make prints from various 
materials. Cut a potato in half and cut a design or pattern on one face. 
This Is painted and then pressed to the paper, the colours being varied to 
make a pattern. Other vegetables may be used too. Leaves may be painted 
and pressed on the paper: also pieces of wood, cloth and other materials. 



* Variations String 
painting: pieces of 
string, dipped in 
thin paint, are 
placed on a paper 
which is then folded 
over. The string is 
then pulled out, 
while the paper 
remains folded. 
Repeat with various 
colours. 

B/ow painting: a 
little thin paint 
is sucked into a 
drinking straw 
and dripped onto 
paper. Then the 
child blows through 
the straw, moving 
the paint about on the paper 




Interesting artwork may be made by drawing a pattern on paper with a wax 
crayon or a candle, then painting over it. The paint will not stick to ihe 
wax. 

* Shapes & Themes Objects may be placed on paper and then drawn 
around. An extension of this is to stick several lengths 
of paper together on the floor, place a cHild to lie flat on the paper, then 
draw round his outline. He can then colour in the shape. All the pupils in 
turn can be drawn in outline and then coloured in. 
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When children begin representational drawings they usually start with people, 
cars and other objects. Suggest to them that they paint things seen on 
outings, or themes that are being studied in class (e.g. various fruits, 
animals etc. - see Section 14.4, 'General Knowledge*). 



# Collages 



Another type of art work is made by sticking things on a 
background material. The more severely handicapped pupils may 
tear newJipaper or coloured tissue paper and then stick it on ready 
gummed paper. 
The more able 
pupils may 
themselves 
place the gum 
where they 
wish and use 
a variety of 
materia) e.g. 
small pieces 
of cloth, 
lentils (as 
shown in the 
picture of 
a flower), 
peas, flowers 
and leaves, 
spaghetti, 
sequins, 
buttons and 
beads, etc. 




* Three Dimensions 



Pupils can make shapes from clay, or just roll and 
flatten some clay, plasticine or dough. Clay has a 
good feel and consistency for children to use. (Clothing should be 
protected). Plasticine may be too hard for some children to use easily. 
Dough is very useful with small children. (Equal amounts of flour, salt and 
water, mixed to the right thickness. Use plenty of salt to stop the dough 
from going rotten quickly, it also discourages pupils from eating the dough). 
Children find it interesting to try pressing coins or other small objects into 
clay, plasticine or dough, making an impression in the same way that seals 
do in warm wax. Three dimensional models ^nay also be made by glueing 
together scrap materials, cereal packets, yoghurt pots etc. 
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Some teachers find it useful to have an 'Art Table* in their classroom^ 
iidiere a pupil may work for as long as she wishes during times of individual 
work. Other teachers prefer to do art work with the whole class together. 
If an Art Table is used, there should be water nearby for the pupil to 
wash her hands and brushes on finishing. If there is no water in the 
classroom, a bucket should be kept by the table, placed in a large basin to 
avoid spills. 

13.5 MAKING MUSIC 

Mentally retarded pupils enjoy music as much as other people do. A pupiPs 
enjoyment of music may motivate her to learn other things. Shy or 
withdrawn children will often join with other pupils in music and singing and 
may even perform alone. Pupils who find it hard to hold things may grip 
musical instruments. Children with delayed speech wilt often sing words 
before they say them. Pupils can take part in music classes through playing 
instruments, dancing and singing, in areas where 'dancing* is culturally 
unacceptable, other forms of movement to music can be substituted e.g. 
marching, physical training exercises with music. 

* Variety Recorded music (rcKiords or cassettes) is useful so that pupils 

may hear many different styles of music and may sing along 
with tapes, clap and beat rhythm and play rhythm instruments. Music should 
be played that has different emotional effects: military music makes people 
want to march, some music makes people feel sad, other music makes 
people feei happy. If any teacher can play an instrument, the pupils will 
find the live performance an exciting change from recorded music. 

Pupils should be shown how to play drums (tabla), tambourine, bells and 

shakers (made of beans, dhal or rice sealed in plastic or cardboard 

boxes); some blowing - 

instruments (simple /ATflwS 



flute, recorder) and 
xylophone. Most of 
these instruments are 
used to beat a rhythm, 
but some pupils should 
be capable of learning 
to play a simple tune. 
Some may learn to play 
tabla well, and should 
be encouraged to play 
both alone and with 
the teacher. Pupils 
may also handle the 
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teacher's own instrument - perhaps in individual sessions - to see what 
sounds they can make. 

Shy, withdrawn pupils, and hyperactive pupils, often show a good response 
to music. They should often have the chance to listen to music and to join 
in beating rhythm. Children with aggressive behaviour may learn to control 
their feelings by beating a drgm, rather than hitting the other pupils. 

# Movement During music sessions there should be space for pupils to get 

up and dance (or march or exercise) to the music - they 
should dance to different types of music, both slow and fast, quiet and 
noisy. 

# Singing This is more fun than talking, and children often sing word^ 

before they can say them. Some children sing more easily in a 
group but some who may be very shy about talking will happily sing alone. 
Action songs are useful with pupils who are starting to learn to speak 
and they are fun for everybody. These are songs where pupils make signs 
with their hands to go with the words of the song. They learn to imitate 
the actions and also start imitating the words. 

# Making up Songs Songs may be made up to teach any words the teacher 

chooses. Counting songs are very useful for learning 
to recite the numbers. A child iwho cannot say numbers may be able to do 
so after singing the song "Dhobi aya kapre laya. Kitne kapre laya. Ek. 
do tin. char, panch. cM' (The washerman came. Bringing clothes. How 
many clothes did he bring ? One, two, three, four, five, six), or other 
similar songs the teacher may make up. It is easier to remember a song 
than a list of words. Songs can be made to teach the names of parts of 
the body, together with gestures to indicate where they are. Example:- 

Bodv song ' Colour Song 

Salim Khan has got two EYES. This cloth is red. 

One Two, But he only has one NOSE What things are red ? 

Tomatoes and pomegranate. 

Salim Khan has got two EARS, 

One Two, But only one MOUTH This cloth is white. 

What things are white ? 
Salim Khan has got two HANDS, Milk and the school bus. 

One Two, But only one HL"AD 

This cloth is green. 
Salim Khan has got two FEET, What things are green ? 

One, Two, But only one HEART Peas and leaves of trees. 



etc 



etc 
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* M' Name Song It is good for each pupil to have her own song with her 
name in ]t, which is sung during singing class and which 

she learns herself. 

With songs that have harder words, it is good sometimes to get the pupils 
to sing in turn, to hear that they are correct (but this should not be 
taken so far that singing becomes a test and stops being an enjoyable 
activity.) 

The children will get the full benefit from music classes only if they see 
that the teacher enjoys this time too. It will help to keep up their 
interest. 

It is better for music lessons to be taken by a person who understands the 
pupils* needs and enjoys' teaching them, even if ti.at person knows only a 
little music, rather than by a professional musician who has no 
understanding of the pupils and comes to play some songs in a formal way. 
If someone other than the usual class teacher takes music classes^ this 
special music teacher should be sure that the class teacher also knows the 
songs that are learnt, so that they can be sung at suitable moments 
throughout the day. 




14- O MOVEMEMX, DRAMA, 

& OUXIMGS ETC 



Physical activities for mentally retarded pupils can be seen under 
two broad headings:- 

i) Body awareness and Movement Program 
ii) Traditional physical training exercises. 

Many pupils will also enjoy sports. Where possible, they should take part 
regularly in playground cricket, football, badminton etc. Sports can improve 
movement control as well as enabling pupils to take part with non-disabled 
children. 

1 4.1 BODY AW ARENE5S_&.HQVE^lEblI-fjQgg^ 

People with mental handicap often appear 'different' because they move in 
an abnormal way, e.g. stiffly, without bending the knees, even if they are 
physically quite normal. They may have a poor understanding of the parts 
of their body and how best to move. A well-planned Movement Program can 
help pupils to move normally and to become more aware of their bodies. 
Some of these activities also help to develop a trusting relationship 
between pupil and teacher; some are helpful for pupils with emotional or 
behavioural problems. 

These activities may be done in the classroom if furniture is moved aside, 
or in a central hall if available (see also p. lb I). Many of the exercises are 
done on the floor, which either 
should be clean and smooth or 
should be covered with mats. 

* Trunk Mentally retarded 

pupils are often not 
fully aware of the trunk of 
their body (everything apart 
from arms, legs, head). 
Children's early drawings show 
legs and arms directly attached 
to the head. To lie. flat or 
roll or creep along the ground 
makes the child more aware of 
his trunk and also of the 
solidness of the floor. Pupils 

who are anxious and tense are often unable to relax when lying on the 
floor but when they learn to do so they improve in other ways too. These 
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children may start to relax if they are rocked gently from side to side 
while they are sitting or lying on the floor or in the teacher's lap. 

* Rolling Is especially important in teaching pupils to relax and move 
more easily. Children are often very afraid of falling: rolling 
involves a small controlled 'fair which gives children more confidence. 
Rolling from a sitting position on to the shoulders and back is a slightly 
more difficult 'fall* which children learn to enjoy. A child may also be 
helped to relax by lying on his back 
and having his ankles lifted and 
being pulled along gently, swaying 
from side to side (on a smooth 
floor - without splinters). 

Spinning on their stomachs on the 
floor helps pupils* awareness of 
their stomachs. If a child curls up 
tight like a ball, when the teacher 
gently tries to straighten him, he 
becomes aware of his stomach muscles. 
Doing a somersault over his teacher's 
shoulder also helps his awareness of 
his middle - the teacher sits on the floor with pupil standing behind her- 
the pupil goes forward over the teacher's shoulder, putting his head on hei^ 
lap and swinging his legs over while the teacher supports by holding him 
around the middle. ^ 




* Knees Awareness of knees is very important for normal' walking. The 
simplest way to start work on knees is for children to sit with 
their knees pulled up in front of them. They can drum on their knees, pat 
them, rub them. They can push them down and pull them up again. They can 
slide on them, walk on them, bang them together. They can walk with knees 
bent, walk holding them, walk with knees 
together: 



to 




In the same 

way, make up exercises 
increase awareness of 



body, exercises involving different ways of moving over the floor etc. 
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« strength A pupil can become aware of the strength of his body by 
taking a secure and stable position and holding himself steady 
while another person pushes him to try to move him. For example, he may 
lie face down on the floor with limbs outstreched. sticking to the floor and 
resisting efforts to turn him over. Pupils m ay also test their strength in a 
cooperative, non-aggressive way by working ' 
in pairs slowly pushing against one another 
shoulder to shoulder, back to back, arm- 
wrestling: 




Being 'gentle' e.g. caring for a partner who is blind-folded, leading the 
partner around and avoiding obstacles. The teacher may allow himself to be 
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led in this way with eyes covered 
a group of older children. 



or even to be picked up and carried by 




Similar activities can be helpful for 
children who have emotional problems. 
Physical activities help many children 
to develop relationships of confidence 
and trust. Babies first form relation- 
ships through physical contact - so do 
mentally retarded children, but often 
at a later age. A pupil who does not 
easily relax or trust her teacher may 
learn to do so if the teacher sits on 
the ground with the pupil sitting or 
lying between the legs and rocks her 
gently from side to side. Some 
disturbed children like to be picked up and swung to and fro. Somersaulting 
over the teacher's shoulder, the pupil feels herself supported by the 
teacher and feelings of trust grow. If they carry the teacher, as a group, 
pupils feel that they are trusted - a sense of responsibility grows. 

Hyperactive and autistic pupils may start relating to an adult who provides 
enjoyable movements, e.g. holding the child under the arms from behind and 
swinging him or pulling him along a smooth floor by the ankles, the pupil 
lying on his back. 

J4^2__J_gADLI10NAL EXERCISES 

The traditional physical education program should also be part of the 
regular class activities, though less important than the Movement Program 
It provides an enjoyable way for the child to develop copying skills 
concepts of direction (up. down, behind, in front etc.) and hand-eye 
coordination. 

Imitating different positions should include: 

arms outstretched. arms up. arms on head, 

. both arms to left side. both arms to right side 

left leg forward to touch outstretched left hand 
right leg forward to touch outstretched right hand 
right leg forward io touch outstretched left hand 
etc. 
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Walking normal ly - forward backward sideways 
walking on tiptoe 
runn ing normal I y 
running on tiptoe 
very big steps 
very smal I steps 
hopp i ng 



M 
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- Jumping up and down, feet together, feet apart, forwards and backwards, 

rabbit hops. .11. 

- Walking along a line painted on the floor, or stepping on cards stuck to 

the floor or marks painted there (forwards, backwards, sideways). 

- Catching balls, throwing to hit a . target (large target and/or large ball 

for children who find it hard to do thi :; smaller target and ball for 
those who do it easily). 

- Kicking balls should also have a place in the physical training session. 

If children change their clothes for physical activities, it provides a useful 
time to practise dressing. 

Either Movement Program or Physical Training should take place daily. 
(Movement Program at least twice a week). 



V4,3 D RAMATIC PLAY 

Normal children from about i^^ years old play games in which they copy 
actions they have seen adults doing - they pretend to do housework like 
mother, to give tea to dolls or imaginary guests, to drive imaginary cars. 
Pupils with mental handicap also enjo/ and benefit from this sort of play. 

Dramatic or Inaginative Play helps pupils to understand what is going on 
around them and how things are done. Imaginative activities that mvolve 
several people, help pupils develop an understanding of language, 
relationships, control of emotions. 

Dramatic play often involves acting out ordinary life situations - playing at 
doing household tasks, bjftng parents and children, teachers and pupils m 
school, doctors andt patients. In this sort of playing, the child increases 
her understaMing of .these situations. 

# Coping with F^ars. Sometimes a child is afraid of a future situation 

(e.g. going into hospital) and it may reduce her 
fears if she acts out that situation. School outings may be remembered by 
acting them out the next day - or the children may learn more from the 
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outing if they act out the journey beforehand and prepare themselves for 
some of the things they 
will see. Pupils who have 
family problems can often 
be helped by acting out 
family situations, 
sometimes taking their 
own role as child, 
sometimes acting as 
mother or father or 
other family member. 

* Getting started. 

Dramatic play needs 
no equipment, but a 
few items, if available, 
may be used in many ways, 

e.g. a box big enough to sit in may be a boat, car, bed. table (when turned 
over); the space beneath a big table may be a house, a lion's cave, a bus 
or tram; the table top may be a shop counter or the seat of a tonga. 

Teach«-s sometimes find it hard to know how to start having dramatic 
activities. There are many ways in which pupils can be introduced to 
pretending. Example: when going out to the playground the pupils might be 
told to line up and march like soldiers - this could lead to playing at being 
soldiers. Another time they might be told to walk like very old people one 
or two pupils helping the others. They might be told to walk out pretendino 
to be ginger cats. 

There are many other simple, enjoyable 'pretend' things that all the children 
can do together, e.g. lifting imaginary heavy weights, blowing up enormous 
balloons, being policemen who control traffic - this could develop into one 
or two being traffic cops and the others being cars. 

The teacher may at first feel happier to limit drama sessions to about 10 
minutes. Later, as she becomes more confident, the time can extend 
depending on how the play develops. Slower pupils will enjoy replaying 
basically the same activities many times with only small variations. 

Pupils should not be given long directions of what they must do - they will 
not remember and may not understand. Anyway, they must be given the 
chance to imagine and decide for themselves what they will do. The pupils 
should discuss what sort of thing is going to happen and who will take what 
part, but should be free to change the theme as the play goes on. Their 
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ideas must be valued by the teacher and they, the children, should make the 
rules of what happens. 

Pupils 'dramatic play' is not 'drama' in the sense of a set 'theatre play*. 
The teacher should avoid stepping in and directing what takes place. When 
necessary, the teacher may join in. but as a feiiow player. The teacher 
may come in as an authority figure (e.g. policeman) or on a more equal 
basis to introduce new ideas; but she should remember that the pupils are 
*not 'performing a play' but are learning in an enjoyable way to deal with an 
imagined experience. 

* Plots ! 

1) One child may be a cat asleep on the floor, about to wake up. another 
two are mice playing near the cat. At the right moment, a fourth child 
might play a dog and then a fifth the owner of the dog. 

2) Two children may play the parents of a third child. Then some other 
children enter in the part of visitors. 

3) The teacher might see an imaginary chicken under the table....! 

4) The teacher may say to the children "Let's pretend that some paper has 
caught fire in one corner of the room - what shall we do The 
teacher should encourage the children to give ideas and act them out. 

This is a good way to prepare pupils to handle any sort of dangers that 
might arise, whether in school or at home, or on the road. They can also 
prepare in a non-frightening way. for situations like being lost in the 
bazaar, or having a sandal fall apart while walking - which a normal child 
could manage, but which might cause a mentally retarded child to panic. 

In addition to acting out everyday situations, children will enjoy fantasy 

play. e.g. being favorite TV characters (Bionic Man/Woman. Uncle Sergum. 
Policeman Karimdad.etc.) or spacemen. 

Sometimes teachers feel that their pupils are too young or too severely 

retarded to take part. In fact, almost all children can act the simplest 

everyday activities such as going to sleep, putting one another to bed. 
waking up. eating food and drinking^ 

From time to time use may be made of dressing up clothes, e.g. uniforms, 
hats, masks, big black beards. 

Down's Syndrome (mongol) children often seem to be especially good at 
dramatic play and will help and encourage other children to take part. 

(Short sessions of dramatic play may take place daily, longer sessions 
weekly). 
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14,4 GE NERAL KNOWL EDGE CScienceO 

Mentally retarded pupils need to be taught things about the world that most 
children find out for themselves. Our special pupils do not learn by sitting 
and listening to the teacher talk. They need to touch, to handle and to 
look at things. Those pupils who can talk, should be encouraged to say 
what they know and to talk about the subject. (The teacher should not 
laugh at or tease any pupil for saying something that is incorrect; the 
child will be embarrassed and less willing to talk again. But if the pupils 
make jokes and laugh together of course the teacher can join in. provided 
the jokes are not directed against an individual pupil.) 

Where possible, outings should be arranged or art work done, to illustrate a 
subject and make it fresh and interesting. Some subjects may be 'studied* 
for a month or more, others only for one or two sessions. There is no 
value in trying to teach mentally retarded children to memorise facts about 
these things; they need to experience, to ask questions and to learn to 
thJD!<. .§.t>out . these They should talk about, draw pictures or ' make 
models of them, and act out their experience, which will help them to 
remember what they have done and seen. 

Suitable subjects include:- 

* Food: Different types of food; where to buy it; visit to bazaar to see 
different shops; seeing foods being prepared; where the things come from 
before they reach the shop; outings to see food growing and being 
prepared; (e.g. wheat being ground; boiling up gur or molasses). Food is 
such a big subject that it may be divided up into fruit, vegetables etc. 
When talking about milk, a visit should be made to see buffaloes, and to a 
dairy with butter production etc. 

* Fruit: What fruits at which times of year; visits to the bazaar and to 
orchards; different colour fruits; fruits with stones in or with thick skin, 
thin skin. Vegetables may be treated in the same way. 

* Animals: Different kinds of animals; all animals eat food (what sort ?) 
drink water (from where ?) sleep (where ?) etc. Outings to see different 
animals. Some animals work, others give meat etc. Dramatic play involving 
animals. 

* Plants: Plants may be grown in classroom and garden. They need water 
sunlight. Different kinds of flowers, trees - collections can be made of 
leaves and seeds. 

* Transport: Different ways of travelling - cycle, tonga, bus. car. 
rickshaw, motorcycle, train, aeroplane - outings to see different vehicles 
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(©•g. to airport, railway station, bus station), rides in different vehicles 
e.g. train, bus, seeing vehicles being repaired. Road safety. 

♦ Eyes, Ears, Nose: What we see; what eyes look like (drawings); getting 
around blindfold. Hearing - listening, different sorts of sounds that we 
hear, recognising common sounds on tape recorder. Smells: of leaves 
burning, of many sorts of food, of flowers, of glue, etc. 

♦ Hands and feet: What we do with our hands - hold things, make things, 
open things, scratching, touching, feeling (soft, smooth, rough, hard). Whose 
hands are bigger/smaller, what our feet look like, different shoes, sandals, 
boots etc. 

♦ How things move: Fast or slow, on four tegs, on two legs, on wheels, 
what sort of things move; what does not move. 

» Water: What It is used for (drinking, washing ourselves, cleaning clothes, 
dishes, homes; cooking, making electricity, milling flour). Where is it found - 
well, river, sea, rain, lakes. What lives in water:- frogs, fish, snalKs. Travel 
on water by boats, ships. 

♦ Hot and cold: What things are hot, (tea, gas fire, things being cooked). 
What things are cold (ice, food in fridge). 

♦ Seasons: Summer and winter, warm clothes and cool clothes, food and 
drink that we take in hot weather and in cold weather. 

♦ Times of day: What we do in the morning, in the afternoon, evening and 
at night. 

♦ What things are made of: 6/ass, e.g. window, T.V. screen, bottles, car 
windows, mirrors, drinking glasses, spectacles etc. Wood, e.g. table, bed, 
chairs, doors, cupboard, pencils, toys. Metal, e.g. knives, forks, cooking 
pots, scissors, cars, paisa, nails, some jewellery. Plastic, e.g. cups, shoes, 
bucket, pen,, table cover. Paper, e.g. books, exercise books, newspaper, 
letters, magazines. 

Things to handle carefully - glass things because they break, knives 
because they cut, paper things because they tear etc. Things that burn - 
wood and paper. 

» Buildings: What difference is there between a shop, office and house ? 
How to recognise a mosque, a church. Other buildings e.g. school, fort, 
police station, hotel, hospital, post office, railway station, godown (store- 
house), garage. 
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* Kinds of work: Policeman, tonga driver, doctor, teacher, farmer, 
fisherman, shopkeeper, train driver, nurse, coolie, cook, mechanic. What 
sort of work , all these people do. 

* Sorts of People: Women, men* children. Mothers, fathers, uncles, aunties, 
cousins, other relatives; fat, thin, tall, short, speaking different languages. 

14>5 OUTINGS 

We want our pupils to learn about life outside the school and about normal 
behavioiir. To do this, they should often go on outings <at least once a 
week). They can go to the bazaar and be given a chance to buy things. 
More able pupils will learn to handle money, while others will learn simply to 
give some money in exchange for whatever is bought. (Each pupil in turn 
should have the chance to hand money to the shopkeeper.) 

Pupils will also learn about different kinds of shops, about other buildings 
in town and anything else they may see. Bus and Railway stations and 
airport are interesting places to visit. A ride on a train may be arranged. 
It is good if the pupils travel on a variety of forms of transport, 
sometimes going out in tongas rather than the school vehicle, or in, a small 
group travelling by public bus. 

Trips may be made to the river, canal, lakes - pupils may look for any 
animals or plants in the water, and perhaps try to catch fish. Drives in the 
countryside may be taken to see what different things grow there or to see 
crops and animals. 

Visits may be made to parks and gardens, to see different plants, flowers, 
birds and butterfl ies " collections may be made of leaves and seeds ~ 
seeds may be planted in school grounds. When possible, visits may be made 
to circuses, zoos or any other places of interest. Visits may be made to 
see people doing different sorts of jobs - to see houses being built, 
factories and workshops of different kirids, to talk to gardeners or 
farmers. Outings may lead to dramatic work or art work, and may be linked 
in general knowledge themes. 



14.6 CRAFTS 

It is good for every pupil to make some things, that are his or her own 
work. This should be considered when choosing crafts. To gain a sense of 
achievement, each pupil should complete some pieces of work herself from 
beginning to end - with the teacher's help to start if needed, but finally 
learning to do the whole work alone. (The sense of personal achievement is 
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lost when work is passed from one pupil to another). From time to time 
pupils may take work home and parents should be shown any good work that 
their child has done. 

Two important reasons for craft work:- 

1) For the pupil to succeed in making things; 

2) To learn to use tools that wilt be useful later 
(e.g. saw, hammer^ needles etc.) 

Some suggestions for craft work:- 

Plaster of Paris work; candle making; simple woodwork; 
woven table mats; paperbag and cardboard box making; 
embroidery, knitting, beadwork. 

14.7 NOTES ON RELIGIOUS TDUCATION 

There are two parts to any religion, the outward and the inward. The 
teacher should try to make sure that Religious Education includes both the 
outward and the inward parts. 

♦ The outward part. First is the outward (public) aspect of religion:- 

taking part in public prayers or other religious 
ceremonies, going to the special building for some of these, knowing the 
correct positions and words for prayers, reciting creeds, listening to 
readings from a holy book, learning some parts of the holy book, knowing 
religious duties, keeping feasts and fasts, taking the correct part in any 
rituals, treating with reverence any shrines, special places or objects or 
holy people. 

The handicapped person should learn as far as possible to take up the 
normal religious duties of a person within his or her community. This will 
help very much in making him acceptable as a full member of the 
community. 

Many children will be taught these things rtaturally within their families, or 
may be sent with their brothers and sisters to religious instruction classes 
after school hours. 

♦ The inward part, h There is an inward part of each religion, a true, 

inner meaning. The outward parts of a religion are 
intended to help believers / followers to understand the inward part of 
their religion. Many of the outward religious acts and forms are symbols of 
the inner meaning. 
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The inward part normaUy includes: 

- a realisation of the greatness and goodness of God, of Truth, of Love, 
of Goodnc^ss. 

- a sense of awe and wonder; of reverence and submission. 

- a wish to do right rather than wrong; to choose to be good rather than 
bad. 

- Trust in the mercy of God, and protection from evil. 

This is harder to convey, through lessons at school, but the teacher must 
try to communicate it to the children through his or her relationships and 
way of living. 

If too much emphasis is given to the outward part of religion, without 
relating it to the inner meaning, the child with mental handicap may think of 
the prayers and other religio?is acts as though they were a sort of test. 
She may worry that she might be punished if she makes any mistakes. 

Understanding of religious truth does not, however, seem to be reached 
through intelligence alone. Sometimes people with mental handicap seem to 
reach a greater understanding than some people of normal intelligence. 

If religious education is given at school, teachers must take care not to 
teach pupils any sectarian beliefs, and be sure that no offence is given to 
any family. No pupil with mental handicap should be given religious teaching 
that is against the beliefs and practices of his own family. Also, the 
school should not ask any teacher to give religious teaching that is 
different from her own beliefs. 



14,8 GARDE NING 

Gardenifig is a useful and enjoyable activity for mentally retarded pupils. It 
is good to have a piece of ground in which the pupils can grow flowers and 
vegetables. It is also good to have one or two pots or trays in the 
classroom M^iere pupils can watch the plants growing from seeds they have 
planted. 

Older pupils can enjoy digging the ground. All pupils can plant seeds and 
water them. The children will daily look at their plants to see how they are 
growing and will enjoy weeding and other tasks. 
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14,9 CLASSROOM & PLAYGROUND LAY-OUT 

# Classroom It is easier to HK>rk at one or two large tables than for 
pupils to have individual desks. There should be one or two 
smaller tables at the side of the room, for pupils who are doing more 
advanced work than the others, plus space for work on the floor. The 
tables can be moved away during drama and physical exercises. Some 
teachers prefer to have a permanent Art Table where one or two pupils can 
wort< at any time. There may also be a display table where collections are 
diaplayed for a few days e.g. a "Colour Table' where everything is of one 
colour, which is changed every week; or collections of things found on an 
outing - stones* leaves, feathers etc. 

If only small desks are available in the classroom, the teacher should try 
out different ways of arranging them (e.g. in a circle with all ^pils facing 
the centre; or placed together in a block). 

If a smaller room leads off the main classroom it may be used for 
individual teaching and also for 'time out' (See Section 15.3). 
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If there is not a smaller room available, then a corner of the classroom 
may be div'tded off by cupboards or screens for individual work or for 
children who are easily distracted. Even if this is not possible, the teacher 
may himself sit in a corner (facing outwards, to keep an eye on the rest 
of the class) doing individual work with one or two pupils who sit facing 
towards the teacher and so are less distracted by the other pupils. 

A sand tray - or bath full of sand - may be kept in the classroom. 
Younger pupils benefit from handling sand and digging in it. Sections 11.7 
and 11.11 suggest that sand and water be available for measuring and 
filling and emptying different shape and size containers - so older pupils 
should also have sand available. 



If the class has no blind pupils, furniture may be moved about at any time. 
Blind pupils need to know their way around a room, to avoid bumping into 
things. They should always be told if a piece of furniture has been moved. 
Some emotionally disturbed children may get upset if furniture is moved. The 
teacher must wetgh up the benefits and disadvantages of doing so. Class- 
room work should not be unduly limited by the needs of one or two pupils, 
but the feelings of the individual must also be considered and respected. 

* Playground The playground should have plenty of room for pupils to run 
about and play sport (cricket, football etc). Swings are 
useful - hyperactive children enjoy a swing and are often calmer after a 
few minutes swinging. Swings with rubber edges are safer. 




Climbing apparatus and slides provide enjoyment and increase pupils* physical 
coordination in climbing. Jf a paddling pool is available, children will enjoy 
it very much, but great care must be taken to avoid accidents. Some space 
in the playground should be given for growing flowers or vegetables or both. 
Many good ideas for low-cost 'adventure playground' equipment are given in 
!^sable<Lyillage Chj^^ (see Appendix VII). 
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15.1 A FIXED PATTERN 

The mal^sted child has emotional problems, and finds it hard to form 

I^maTr^ionships with people. Her behaviour n«ybe '«-<*/° 

she is unlikely to make full use of her abilit.es because of the jw^o^'o-^; 

problems. Some maladjusted chlWren become ag^^'ve 

Standing: others become very quiet arKl •.ithdrawn Jk>rma^ ch. dr«. may 

behave Tike this from time to time, but in a maladjusted ch.ld .t has 

become a fixed pattern. 

Maladjustment is the ^r^nHiiian or disability of the child. The child's 
^IZTT^t the child does - and if this 5s socially unacceptable, then 
it is called problem behaviour. 

Not all children with problem behaviour are maladjusted. Consider the 
following/description of a child's behaviour:- . . ^ ^ 

/ "Very active and restless. Throws violent temper 
tantrums tthen he does not get his omt may or 
cannot communicate what he wants. He cannot 
easily be distracted when having a tantrum. He 
constantly demands attention from adults. Will 
not share with another child." 
Such behaviour certainly causes problems - but according to Western 
^J^ies^s behaviour Is'norma. In 2t/z year oW children. Normally. ch.^« 
mitt learn to adjust their own behaviour until .t .s acceptable to others, 
whereas the maladjusted child needs a lot of help to do this. 



1S.2 PROBLEM BEHAVIOUR 

Many teachers think that they have pupils in their class who are 
mllLjusted. when in fact those pupils are behaving in a way that .s typ.c-^ 
of th^ir s^age of emotional development. But it does not mean that we 
^st a^^cept this unwanted beh^our. As «';«^>;^<*-"^2 /.^^^ 
4) whatever a child does habitually, she has learnt. The •>ormal 2 '/2 year 
oW ties It" behaviour as described above. If she ^ J^^"'^; 
satisfying, she repeats it. But if she finds .t unrewarding, after a few 
inrnn she stops. 

When does a child ffnd problem behaviour «tirfying ? It "^'f >^;:j,/1^ 
rewarding when something she likes follows her actions. When • ch.ld « 
playing Quietly, perhaps nobody pays him any attent.on. But .f h e starts 
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screaming or hits his sister, people come to speak to him - which he 
enjoys, so he screams again next time he wants attention. (Only a few 
severely maladjusted children do not want to receive attention from adults.) 
If a child screams when the family has guests, and her mother gives her 
sweets to keep her quiet, she learns that by screaming in front of visitors 
she gets sweets. 




If teachers want to reduce problem behaviour, they should take care that 
such behaviour brings no reward. To ignore the unwanted behaviour may be 
enough for it to die out, but then the pupil mu st get plenty of attention 
^n?^. praise whjen she_bd^>aves w^ If she sits quietly working or playing, the 
teacher should sit beside her and praise her for it, or at least give a 
verbal reward ODoing good work, Jani I") across the room. If a pupil has 
only recently begun to behave in an unwanted way, lack of reward (e.g. 
being ignored) may cause her to stop q^;te soon. But if she has already 
for some time found this behaviour rewarding, it will take longer to stop. 

When the teacher ignores problem behaviour, it often gets worse before it 
gets better ! The pupil feels unconsciously that her problem behaviour did 
succeed before, so to do It more often and more *badly* may succeed again. 
Do not despair! Afer two or three weeks, the behaviour will improve. 
Sometimes teachers and parents (especially of teenage boys) say they are 
forced to give in to the child if he has a temper tantrum. But this only 
rewards the problem behaviour. The choice is simple and clear: either put up 
with outbursts of rage for a few weeks without giving in; or allow the child 
to control everyone by bis problem behaviour, perhaps for many years, 

IS. 3 TIME OUT 

Sometimes a pupil's unwanted behaviour cannot be ignored, if it is dangerous 
or frightening to himself or others. Either the danger or the pupil must be 
removed - but without giving any reward or satisfaction, if another child 
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has been hit or interfered with, it may be possible to remove that pupil 
Som Te Interference. If the pupil throws things 

remove any objects that might be thrown. Sometimes it is best to take the 
l>^*«^ving out of the room for a short time. The porpo^ of 
r^not punishment, but to stop h/m froa, ge ting any r-^-rd or 
^tisflction fVom his misbehaviour. The pupil must get no 'rewarding 
Titet^o'Z.^^ being taken out. The teacher should speak only one word 
'NO* and then lead him out without looking at him. 

This •Time Out' should be done in a place where pupils can safely be left 
a^one with nothing they will enjoy doing. The ideal place ^ 
would be a small Toom with no furniture, well lit by high up J-^'^^ 
The pnpil could neither break nor see out of. It is no use to send him to 
/the playground where he may play, or to an empty classroom where he can 
look at books or find something to make a mess of. 

On the other hand the pupil should not be put anywhere dark. ""P'"""* or 
friohtening Time Out is not punishment (though it may be unwanted by thk 
chit. Te idea is that the pupil should find that his previous behaviour 
gets no reward: in fact it removes him from anything interesting or 
rewarding. 

Thr pupil should not remain in the Time Out place for more than JHRii 
MINUTES IF she is still having a tantrum, and is likely to repeat the 
S^JrJ behaviour, she should remain until she is quiet for one.fu!UmDute. 
Then she should return to the classroom and continue her work. 

« Head-banging. If a pupil has the habit of banging his head °" 

wall or furniture, to express anger or frustration, the 
teacher may find it easier to ignore this behaviour if the pupil is protected 
by wearing a soft helmet like that for epileptic children. (See p. 14) 

J5.4_jCAySES_OF_PROBl^MBEHA^^ 

The most common reason for problem behaviour is that the pupil has found 
that it is a good way to get attention. 

Sometimes the reward a pupil gains for unwanted bdjaviour may be 
something other than attention. For example, a pupil may throw a piece of 
on the floor, to avoid doing it. If the teacher ignores this, the pupil 
get ^.t^e wants. So the teacher should make sure that ^he pup.l P^k, 
UP ^he work and gets on with it. (When the pupil does »°. ^he teacher 
should mTke sure Lt the work is at the right level for the child. She 
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should try to think how it can be made more interesting, to prevent furthe.- 
misbehaviour). 



The teacher should bear in mind that unwanted behaviour might be the 
chilrfs response to a painful situation which she does not understand, e.g. 
if another pupil is secretly pinching her or if she has a physical problem 
such as toothache or severe indigestion that gives pain regularly after 
taking her midday snack. This of course requires the teacher's attention. 
(It is also to be hoped that the pupil will learn some other way to 
communicate her pain). 

To discover what is rewarding or reinforcing a pupiPs problem behaviour and 
in which situations it is likely to occur, a record should be kept of the 
following sort:- 



0»ie k Jimt 


Type of Problcai Schaviour 


huppcned Ju»t before 


MiMii hA^ned Jusi efier 











'What happened just after' will usuaily show the reward or reinforcer of the 
problem behaviour. 'What happened just before! will show the situation likely 
to result in the behaviour. It may be possible to avoid that situation, or to 
be ready to deal quickly with problem behaviour at that tinie, or to find 
some way of enabling the child to cope with the situation without behaving 
in an unwanted way. 

15.5 HYPER-ACTiyiTY 

Some pupils find it very hard to concentrate on any piece of work, or even 
to be seated, for more than a few seconds. Hyperactivity may also occur 
in children of normal intelligence and they can sometimes be helped with 
medicines; but medicines are usually not helpful when hyperactivity occurs in 
mentally retarded children. 




<*! want to rsad ny book. 




.nol I'll play with ny bricks. 
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..nol I'd rother watch T.V 



.no I I'll go ana run about out8id»" 



Hyperactive pupils find it easier to concentrate if there are no 

distractions. They should work at their own table, placed ..here they are 

not able to watch what other pupils are doing. If possible, there should be 

a small room with no distracting things in it, where the teacher can take 
the pupil for individual teaching sessions. 

in working with a hyperactive pupil, it is very useful to keep records of 
the following sort: 



\DmU L Time 


1 




How looa_»he »«t 


Hem 


mrd used 1 


1 1 







» Example: Amir never sits down for more than 10 seconds. The teacher 
should first aim to get him to sit for 20, then 30, then 45 
seconds. When Amir can do that, try for 1 minute, 1 >/2 minutes etc., until 
he can sit and work for 10 minutes. Some reward should be given when the 
child sits for the required time - give the reward when the time is up, even 
if the child is still working: don't wait till the child stops or you may be 
rewarding her for stopping. The child should be given plenty of 
encouragement to do definite tasks. 

Hyperactive children usually slow down at adolescence. But do not 'wait 
until he grows out of it' - he will lose years of learni.Tg useful things and 
may instead learn a lot of problem behaviour. If the hyperactive child .s 
treated with patience and affection and is helped to learn the right things, 
he or she will become a pleasant adult. But if they are physically 
restrained and often punished during their childhood they may be aggressive 
and bad tempered later on, even if no longer hyperactive. 

There is evidence that some hyperactive children suffer from food allergies 
(bad reactions). If such children are given a diet completely free of the 
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food to wihich they are allergic, their behaviour becomes normal. The moat 
common allergies are to artificial food colourings (found in commercially 
produced drinks, fruit squashes, jams, biscuits, cakes, sweets, sauces, 
canned foods etc.) More rarely, children may have allergies to natural 
foods such as cow's milk, eggs or meat. 

15r6_.N0XES_0N_Py^ 

Punishment is usually not an effective way to deal with persistent problem 
behaviour. In the short term it may relieve the teacher's feelings of 
annoyance, but in the long term it can make the problem worse. If a pupil 
is often punished, the punishment tends to become less effective as he gets 
used to it. Some children are hit by their parents so often that they 
connect being hit with receiving attention. The attention is rewarding enough 
to compensate for the pain of being beaten, so they continue to behave in 
a way that brings beatings. 

On the other hand, the pupil who Is emotionally healthy, i e. not 
maladjusted, will not be harmed by an occasional smack from her family 
when she is naughty. It is a quick and siniple way of showing disapproval. 
The teacher should no* get the habit of smacking children. If children are 
smacked, it should be only using the hands (never a stick or belt), once or 
twice, only on their hands or buttocks (backside). Smacks on the face or 
head must NEVER be given: they may cause serious harm to the brain, eye 
or ears. There is also a risk of pupils imitating such actions on others. 

15.7 USE OF ME DICINES 

Problem behaviour is something that a child has learnt If we learn our 
multiplication tables wrongly, the only solution is to work hard to learn 
them correctly. In the same way, if a child has learnt to behave in a way 
that is not unacceptabe, he must learn the correct way to behave. 
Medicines cannot teach a child to behave correctly. But they can sometimes 
afreet a child's feelings, and so increase his willingness to learn. 

Medicines (prescribed by a qualified doctor) may reduce a child's worry and 
anxiety: if his problem behaviour is partly a result of anxiety, then his 
outbursts may be less frequent after taking medicines. With less problem 
behaviour, there will be less stress on teacher and family, so they can 
more easily respond in a positive way. Medicines are not an alternative to 
the methods outlined above, but sometimes tl»ey make it easier to use these 
methods. 

On the other hand, some children learn less easily if they are taking 
medicines. It may then be harder for the child to learn to behave 
acceptably. In that case she would be better off without medicines. When 
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medicines have been prescribed for a pupil, the teacher should take note of 
any side-effects. If the pupil is sleepy or seems very uncomfortable, make 
sure the family knows of it and that the doctor is informed, so that 
changes can be made. Many children are given higher doses of medicines 
than they need, which may harm them. 

25,g_THE MALAD JUSTED C HILD 

The maladjusted child has emotional problems and finds it hard to form 
relationships. Many mentally retarded children do not have normal 
relationships within their family. A mother may spend her day trying to do 
her work while always watching out for what her retarded child might do. 
Of course, the mother wants to stop the child from doing damage or 
coming to any harm, but she cannot spend the whole day playing with the 
child: the result is that her general response and attitude may be anxious 
and negative. 

The mother may tire herself out telling the child to "Stop doing that". "Sit 
still". "Come back" etc. Then she does not have any time or energy left 
to give the child the affection and encouragement needed for healthy 
development, or even to think of praising and rewarding the child for doing 
the right things. Instead, the child learns that he is the cause of his 
mother's anxiety. Everything he does seems to be 'wrong'. 

* A Fresh Start. When such a child starts in a special school she finds 

herself in a new situation with new people. She has a 
chance to learn to relate in a new and friendlier way to teachers and 
classmates. The work they are given is within their ability to do. so they 
earn praise, affection and reward. In this situation, many children succeed 
in overcoming their emotional problems. The mothers also have time, while 
the child is at school, to get their household work done without trouble. 
Then when the child gets home, the family has more attention to give. 

The teacher with maladjusted pupils in his class should make sure there is 
a regular routine, so that the pupil knows what to expect. But this routine 
should not be rigid. The pupil who is maladjusted needs most of all a 
relaxed, happy place where she is encouraged to play and interact with her 
classmates. 

Many children who are mildly retarded or have difficulties in learning, such 
as may result from perceptual problems, feel themselves to be a failure 
because of their lack of success in school. A pupil whose work is seldom 
rewarded with success will become discouraged. She may think of herself as 
a failure and start to misbehave. Her family and teachers should try to 
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understand the reasons for misbehaviour. She should be given work to do 
that is within her ability - so that she will succeed and will earn praise 
and encouragement. 

When a child often hears his parents or teachers say that he is "A bad 
boy*', 13adfy behaved", **5tupid". or any other criticism, he may come to 
believe that '"barf' is his real nature, which he cannot change. (Of course, 
one can say that something he has done was "A bad thing to do"). Children 
who are often in trouble, and who seldom succeed, need very much to hear 
adults saying some good things about them - ''She was a good girl today*'. 
"He played nicely with some children in the park", or any other appropriate 
praise. Also, the child's family should not be criticised in his hearing. 

# Family Problems. Children's emotional progress can be affected by a 

parent's ill health, quarrels between parents and grand- 
parents or other relatives sharing the home, or other worries which prevent 
the parents from treating their children in a kind and positive way. Povfd-ty 
and poor housing can also cause many problems. 

There are some cases where a child has been badly abused at home. For 
example: being often beaten or interfered with sexually by adults who are 
themselves mentally unstable. The child's ability to form normal Sovmg 
relationships can be seriously damaged by this sort of abuse. 

« Severe Maladjustment. The severely maladjusted pupil needs more 

specific help, over a longer period of time, 
but the same principles apply as given above. The teacher should aim to 
develop a relationship of trust and friendliness with the child - this may 
take much longer than with other pupils. Behaviour problems may be dealt 
with even before this friendship has developed. Some pupils have several 
different behaviour problems, in which case it is best to start work on one 
or two at a time. If a pupil kicks, spits and swears, it may be best to 
begin by stopping the kicking, then the spitting and later work on the bad 
language. In such cases the teacher should always keep a written record of 
what she is doing and what her aims are. 

The very shy and withdrawn pupil is often harder to work with than the 
aggressive, demanding child. The withdrawn pupil may not seem to respond to 
the teacher's praises - other rewards must be found, e.g. playing a piece 
of music, using a favorite toy. etc. The teacher must be very patient in 
trying to build up a friendship with the pupil. Music sessions and individual 
movement sessions inay help the child to relax and relate to others. The 
teacher may sit on the floor with the pupil sat immediately in front, and 
rock the child from side to side until he relaxes. Some children enjoy being 
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picked up and swung around, but others are too nervous. Some anxieties 
may be reduced by use of medicines. 

» Pet therapy ! Some children are helped by contact with pet animals - 
they can relate to the animal, which may then help them 
learn to relate to people. (See p. 168-9, 173). For some children, big 
animals are best. Others may be frightened by big animals and will prefer a 
rabbit. If someone near the school keeps a horse or donkey, the pupil may 
be taken to see it regularly, touching and talking to it. After a few visits, 
if the child is not frightened, a ride may be possible. 



A pet dog may be brought to school regularly or a 
goat or rabbit could be kept as a school pet. Never 
force a child to have contact with an animal if she 
is afraid. When she sees her teacher or classmates 
talking quietly to it, and the animal responding, she. 
may want to join in (sometimes after a few minutes, 
sometimes after months). Care must be taken not to 
allow pupils to be cruel to an animal kept in school. A pet must , be well 
fed, with its own place where it can hide from pupils when necessary. 
Proper arrangements must be made for school holidays. 

15,9 WORKING T(X5ETHE R 

In all cases of maladjustment and problem behaviour, it is very important 
for all those involved with the child to work together toward the same 
goals. The teacher may at first need to work alone, reducing problem 
behaviour in school, before the family is motivated enough to try a similar 
program at home. Sometimes, unfortunately, families find it hard to change 
their ways of dealing with their child. If the family continues physical abuse 
of the child or does not give her any love or affection, it will be hard^for 
her to overcome her problems. 
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15. 10 NON-ACCID ENTAL INJURIES 



In recent yearSt nurses and doctors have come to understand that some of 
the injuries to children such as burns, broken bones, severe bruising, which 
are reported as "accidents", are in fact the result of beatings and abuse 
by adults. The problem of 'non-acctdental injuries' has been found in alt 
countries where studies have been made. It happens in wealthy and 
respectable families as well as in poor families. 

Non-accidental injuries are more Ukeiy to happen to mentally handicapped 
and maladjusted children for several reasons: 

1) The child's behaviour may provoke a violent reaction from 
adults within the family or in the neighbourhood. 

2) The child may be unable to tell what has happened, or his 
story may not be believed. 

3) It is easy for adults to claim that a mentally retarded 
child 'had an accident and got hurt' ~ other people will 
be ready to believe this. 

It sometimes happens that a child is sexually abused by an adult or older 
child. There may be no physical injury, but the teacher may notice a 
change in the child's behaviour, such as when a child seems upset without 
any clear reason or becomes silent and withdrawn or tearful. 

If a teacher forms the opinion that a pupil is being seriously abused at 
home (or anywhere else) she should first discuss the matter with the school 
management and ask for the child to be medically examined. Notes should be 
made of any injuries over a period of time. This must be done: 

a) in defence of the child; 

b) in defence of the school, as the pupil's family may try 
to claim that injuries happened at school; 

c) to try to stop worse injuries from happening later, 
either to this child or to a younger brother or sister. 
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1<S.O MAL/XDJUSTMEISIT & 

RROBLEM BEHAVIOUR CII> 



16.1 SO ME CHILDREN WITH PROB LEMS 

it IS not easy to generalise about maladjusted children - each child's 
problems are different from another's. The following short case histories 
show various aspects of maladjustment and how it was handled in practice. 
They are based on classroom notes made by Mr. Oliver C. Caleb and other 
teachers at the Mental Health Centre, Peshawar. 

Some of the children showed marker! improvement. For others, the best 
efforts of the teachers did not succeed in overcoming the problems. 
Success is never certain - but on the other hand, there is always some 
new idea or approach that may be tried, even with the most difficult child. 

(a) S.A. aged 9 

When S.A. began attending school (aged 8) he spent his time hitting, kicking 
and pinching anyone within reach, or throwing any objects that came to 
hand. His family gave him attention whenever he acted violently, but at 
other times he was ignored. So they were reinforcing unwanted behaviour 
while disregarding good behaviour. S.A. was cared for at home by a cousin 
little bigger than himself, whose only means of control was to burn S.A. 
with matches if he came within reach. 

At first we could not work with S.A. in a classroom because the other 
pupils risked injury. We tried to find some positive activity for which S.A. 
could be rewarded, while giving no response to his physical attacks. (The 
teacher suffered scratches, bruises and once was concussed). Since S.A. 
enjoyed throwing things, the teacher spent 20 minutes every morning 
throwing a bail to him along a corridor. S.A. would catch the ball and 
throw it back. At 20 yards distance he felt no need to kick or strike out, 
so he was able to do something he liked (throwing the ball) while also 
cooperating with his teacher and gaining praise. Over several weeks the 
distance reduced little by little, until S.A. would stand near the teacher 
without hitting her, and would throw the ball to her hands, not at her head. 

We could then take him into the classroom for a few minutes at a time. All 
hard objects were first put away. After a few months, his aggressive 
behaviour grew less in school, but it did not stop completely; it was still 
sometimes brought on by the response of other pupils and by a nervous 
trainee teacher. Slowly, S.A. began to relate well to his teacher, to go for 
walks and sometimes to obey Instructions. His cousin was replaccKi by an 
older woman 'ayah', who wanted to learn how to work with S.A. at home. 
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5.A. began to talk, nvhich made it easier for him to communicate what he 
ivanted and to get other people's attention without violent acts. 

When the teacher was sure that her relationship with him was well 
established, S.A. was on two occasions given a smack, once for hitting his 
teacher and once for hitting another child. After the second time, he never 
again usmI violent behaviour in school. Punishment had not been given until 
it was cj^ar that approval by teacher or ayah had become the most 
important reinforcer of good behaviour for S.A. 

As S.A. made progress at school, we told the family of each development.. 
When he stopped acting violently, we could work on other areas of 
behaviour. For example, S.A. refused to sit down to eat. He would only eat 
certain foods and was inclined to throw his food. At school, once he had 
stopped behaving violently and had joined one of the classes, he was 
expected to sit with the other children, but he was not forced to eat what 
he did not like. At home the family began to require the same behaviour, 
and eventually he started to eat other foods. S.A. learnt to take messages 
and run errands for his family, and to take part in family activities. 

(After 2 mere years, S.A.'s family returned to their home in the mountains, 
taking him with them, nam as a fully integrated member of their family. 
They visit Peshawar sometimes, and it is a great pleasure to see S.A. with 
his parents, brothers and sisters, talking and playing happily,) 

fl>) P.U. a^ed 14 (at school since age 9) 

P.U. used to get upset and aggressive if asked to sit and work. His speech 
was like that of a 2 year old. A year ago he was keen to ride a bicycle. 
This was taught to him and P.U. was very happy. A bicycle trip became the 
main reinforcer for him to work. Slowly he began making progress and 
enjoying praise and reward for doing well. He stopped hitting other children 
and became friendly with them. 

Then P.U.*s behaviour suddenly became worse. He began stealing bicycles and 
taking them home, showed disturbed behavour at school and ran away often. 
His parents would find him at some distant place in a very miserable 
condition. We found out that P.U.'s parents were on bad terms with one 
another. There was much conflict among family members. Anyone in the 
family who was upset used to hit P.U. without reaiion: the mother, the 
father, even the uncle and grandmother. In his family, P.U. was used like a 
weapon. The family also moved house three times in 6 months. P.U.'s 
behaviour grew worse day by day. He used to steal 2 or 3 bicycles daily 
and once he drove away a bus. His family and the local police grew tired 
of him. The father said he would put P.U. in the jail mental hospital. 
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Medication was prescribed by a psychiatrist, which made P.U. sleepy and 
limited hts ability to behave badly. After a month the medication was 
decreased and teachers visitcKl the family several times. We explained that 
P.U.*s behaviour was partly due to their family problems, which they should 
try to resolve. P.U. began to come to school again regularly but had 
forgotten everything he learnt previously. Ha now shows no interest in 
anything, and his condition is Just like when he first came to our centre. 
His violent and aggressive behaviour has returned. We have to make a 
completely fresh start with him. The boy has nobody else to turn to. 

(2 yesrs later: after a beating from his father, PM, ran away from home. 
He was picl<ed up by the police for stealing a piece of fruit. After two 
days in Jail, PM. was sent to the Jail mental hospital, among men detained 
as ^criminally insane*. We arranged for his release, but then P,U.*s father 
said he wanted him to stay in JaiL We could not solve this problem). 

(c) K,R. Aged 1 1 (at special school from age 5) 

K.R. was a very disturbing, restless and hyperactive boy. At first ha did no 
useful work, apart from a small Jigsaw puzzle. The rest of the day he used 
to run here and there, making noises, banging any object that came into his 
hands. He broke most of the equipment in the classroom, also doors, 
cupboards amd taps. He wanted to do everything at once. He could not 
concentrate for more than a few seconds. 

When he sat down to make his routine Jigsaw puzzle of five pieces, his 
teacher praised and rewarded him. But when he misbehaved he was given no 
attention. Gradually K.R.*s interest in Jigsaw puzzler grew and he began to 
do larger puzzles! He could then sit for 5 minutes daily and he was 
rewarded for completing puzzles. The teacher began to give K.R. some heavy 
manual Jobs like digging the garden, which he enjoyed very much. When he 
started doing this work daily, his over-active behaviour slowly reduced. He 
became very friendly and affectionate towards his teacher, who could now 
reason with him if he misbehaved. Sometimes he would hit another child; 
then he was made to sit in the corner for three or four minutes. If he 
stole other children*s food or misbehaved at table, he was deprived of his 
morning snack. 

One year later, K.R. was playing with toys constructively. He now likes to 
make houses and cars of Lego bricks, he rides a bicycle and plays 
football, colours and paints etc. He takes part with initiative in all sorts 
of >ndoor and outdoor activities. He is careful with toys and replaces them 
in the cupboard after work. He still likes to make noise and becomes over- 
excited, but only in the playground, not the classroom. 
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(5 years later: K.R. is now a big, strong young man of t6, hut quiet and 
very gentle. He is kind to other children. Usually he is happy, and he often 
sings mhile he works. At school camp in the hills, he keeps himself busy, 
carrying mater, getting firewood and other useful tasks. In the evenings 
after school, and during holkiays, K.R. helps in a neighbour's electric fan 
repair shop, taking messages, fetching tools etc. Soon he will leave 
school, and his father is concerned that learns to do the best 

possible kind of mork when he leaves.) 

(d) A.B. Aged 16 

A.B. has attended school for two years* but her prospects are poor 
becaUM of the famtl/s lack of interest. Sha has violent outbursts of 
temper when asked to do anything against her wishes or is not given as 
much attention as she would like. Other pupils are in danger of injury. In 
particular, siAaller children are likely to be hurt> 

Sometimes A.B. behaves strangely, laughing wildly, then maybe scratching 
another chfid down his face, or tearing her own clothes to pieces and 
running around unclothed. A.B. is moderately retarded. She has enough 
spoken language to tell her needs and hold a simple conversation. She can 
attend to her personal needs and has learnt to do simple household tasks 
e.g. cleaning* washing dishes and helping with cooking. 

A. B.*s family do not expect her to make progress. Teachers have tried to 
help the family to manage her more sensibly, but with little result. When she 
causes trouble at home, A B. is often chained up and sometimes beaten. Her 
family is careless about giving her prescribed medicines* When teachers gave 
her the medicines at school, her behaviour steadily improved. When her 
family was asked to give medicines at home, her behaviour got worse. 

(.A few months later, it became imp€>ssible for A.B. to stay in a class with 
other girls, whom she often attacked. We tried moving her to a boys' class 
as an experiment. She stopped t>eing violent - she never hit or scratched a 
boy. She made one very painful assault on a male teacher, who hit her hard 
in return - she dkJ not try it again. But she began taking off her clothes, 
to gain attention. In the local situation, this activity of a 16 year old girl 
couM neither be ignored nor tolerated. A.B.'s parents were still unwilling to 
give her medicines, and instead kept her chained up most of the time at 
home. With great reluctance, we excluded her from school.) 

(e) B.S. Aged 16 (at school since age 14) 

B. S. is blind and mentally retarded. When he first came to school, he was 
uncooperative and hyperactive. All he did was to bang two wooden blocks or 
sticks in front of his eyes and run from one corner of the room to 
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•nother. weeping, shouting and hitting other people. He used to talk to 
himself much of the time. Other pupils ware often upset and afraid of him. 

If he could not find his wooden blocks he got u^set. The teacher would 
give him two blocks and try to make him sit for a few seconds. Th«». if 
he screamed and showed aggressive behaviour he wouW be ignored. But if he 
sat down quietly the teacher sat with him. giving him the blocks and talking 
to him. After 2 weeks, a relationship was formed. His difficult behaviour 
reduced and slowly he started responding to communication. If he wanted to 
drink water, he asked the teacher for it. At first, water was brought for 
him; then he was shown the tap and the place for cups. Then he stopped 
asking the teach^. but asked other pupils who would take him to the 
kitchen and give him a drink. Eventually he stopped asking and learnt to 
find it himself. 

It took a few weeks to teach him to wash and take care of himself in the 
toilet. When the teacher-pupil relationship became stronger he started 
obeying instructions. The teacher tried to give him more attention and kept 
him occupied doing simple jobs. He was praised and rewarded for following 
instructions. He has been taken to the bazaar, park. etc.. and to buy 
sweets at his own request. After 18 months, his aggressive behaviour has 
nearly stopped. 

Horn B.S. can sit with other children at the table to play with 'Lego' for 
about 20 minutes daily. He is friendly with some other boys. He likes to 
scribble with crayons and can cut paper with scissors. He sits and eats 
with other children without making a mess; he responds to communication, 
asks permission to get water or use the toilet, and follows simple 
instructions such as not leaving the classroom door open. Despite severely 
impaired vision, he recognises teachers and fellow pupils. He enjoys 
threading beads on a string. He only occasioiwlly bangs sticks in front of 
his eyes. He has shown good progress. His family takes a keen interest. 

(3 years later the time came for B.S. to leave school. He had continued to 
make progress. The teacher mho did the initial work with him left, but by 
then B.S. could relate quite well to other teachers. He came on a school 
camp and fitted in well (but complained often that there was no ice-cream.) 
Because of his multiple handicap, there was unfortunately nowhere B.S. 
could go for further training on leaving school, and no work situation where 
he could be employed. So he stays home all day with his parents, who have 
retired). 

(f) S.F. 



S.F. started school at the age of 9 years. He spent his first 3 days lying 
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under a table in the corner of the classroom, screaming. On the 4th day he 
stopped screaming and twice jumped out to grab something, and took it 
back with him under the table. It was 2 weeks before he was ready to join 
the other pupils sitting at table in a normal way. 

We found out that S.F. was deaf. Nobody had communicated with him in any 
way that he could understand. He was unable to use a hearing aid, but when 
his teacher began to communicate with signs, S.F. soon responded. He began 
to use signs himself. He was no longer isolated in a world of his own. He 
continued for about a year to have occasional temper tantrums when he did 
not get his own way, but he made friends with other children, came on 
school camps etc. He began to learn to read, write and do arithmetic. We 
suggested to his parents that S.F. might go to a local school for deaf 
children, but they did not agree. 

S*s grc^atest love is cricket. His coordination was poor when he joined us, 
but he practised until he was a good bowler and batsman. The non- 
handicapped children of his neighbourhood recognised that he was the best 
cricketer amongst them, which made him very popular. 

(q) M.N, aged 9 (at school since age 6) 

When M.N. first came to school, he had many of the typical features of 
autism. He was a beautiful child, with fair, translucent ckin and delicate 
features, but his face had strange expressions - usually very blank, but 
sometimes odd grimaces. His only communication was to scream if anything 
happened that he did not like. He would not make 'eye-contact* or look at 
another person's face. He did not play with toys and ignored his teachers 
as if they were not there. He did not cooperate in any way. Sometimes he 
would Sie on his back for hours, kicking a cupboard or staring at the 
ceiling.' Other times he twiddled a piece of string before his eyes for hours. 
He screamed if anyone tried to stop him doing these things. He did not try 
to feed himself and had no toilet training. 

Change began one day when the Principal brought her large, friendly dog 
into the classroom. M.N. looked at the dog and went to stroke it. He was 
then allowed to see the dog daily; he would babble while stroking the dog's 
face, looking into its eyes, which he never did to any human person. M.N. 
began to show that he wanted to be taken to see where the dog lived. 
After a few weeks, he said the word "Kutta" (Dog). He was now improving 
in other ways too, twiddling string and kicking cupboards less often, sitting 
at the table near the other children. One day he said to his teacher Tani 
lao" (Bring water). He drank it afxJ gave back the cup with a smite 
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More progress came when a young woman volunteer began to work in the 

class. sS took a special interest in M.N. and he responded. com..^of h.s 

own will to sit on her knee. Soon he would run sm.l.ng ^9 ^^^-^^ »^ 

entered the room. He began to play constructively with blocks and do 

Tgsaw puzzles when sitting with her. After a while he began to respond to 

ihe otiir teachers too. and would smile at them and sit on their laps He 

still does not speak much. When speaking he uses short sentences rather 

Jhan single words, and speaks quickly. It is hard to catch what he says He 

feeds himself and uses the toilet when taken. He sits and plays cf?«^ / 

children. He is loving towards his teachers, has no fear now of Jyckm / 

anyone in the eye. M.N. still has a lot to learn, but he Is very different 

from 3 years ago. 

(h) S.B. Aged 13 (at school since 6 years old) 

When S.B. started school, she did not concentrate on any work. She threw 

all toys and equipment to the floor and ran about the room ""^'^Q 

She would puirtl^ hair of her teacher and of other children in the cla^^ 

She did not speak, but screamed a lot. Mealtimes were difficult " 

Tt near oth^ children, she would eat their food. She h-d epilepsy, and 

was taking medicines but still having some fits. 

S.B.'s teacher concentrated on trying to form a ''•'•t'^^'^'P 

other children went out to play, the teacher would sit and ^nd 

with S.B. She gave lots of affection. She would often »>re^off from work 

with other pupil, to spend a few minutes with S B. *^7*^!^_Sf^ ""T^ 

to the teacher, the teacher would give her attention. Slowly. S.B. began to 

communicate, taking the teacher's hand and leading her to »how f ^ 

wanted, or Just coming to smile at the teacher She was 

doll, and always held it in her hand. She was allowed to keep the doll with 

her. 

The teacher found that if ever she told S.B. "Don't do such ^nd such" S 
would immediately do it. The teacher thought that the reason might be that 
SB understood only the second part of the command, leaving out the 
"Don't". The teacher started just to say 'No', and found S.B. """ing 
obey. She started playing games with "Do" and "Don't" commands until S.B. 
could tell the difference. 

A big change took place when we asked S.B.'s mother to get another 
doctor's views about her medicines. This doctor said that the medicines she 
was taking were not stopping her fits but were making her ji'«=Py' «° ""^ 
bard for her to learn. He prescribed different medicines. Now S.B. began to 
relate to one of the other girls in the class, sitting by her to do her 
wor4<. so the teacher did not need always to be near her. S.B. would also 
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ait alone to iwork, the teacher praising her every few minutes. She started 
to talk. She only had very occasional fits. After 2 years, S.B.'s behaviour 
became worse again. We asked her mother about the medicines, and found 
that she had recently changed them. We asked her to change back, and 
S.B.'s behaviour improved. 

S.B. now talks sensibly, and is friendly. She still gets upset if other 
children in her class start screaming or rushing around - then she may 
herself start screaming or even pull someone's hair. But this rarely 
happens, because if some problem arises which the teacher thinks may upset 
S.B., she calls S.B. to her and keeps her near, and S.B. then shows no 
sign of getting upset. 

(J) F.T. Aoed 7 

When F.T. started school, 6 months ago, he did nothing but cry and show 
by signs that he wanted to go home. He often tried to run away. He 
seemed to understand some of what we said to him - he usually replied by 
shaking his head vigorously, meaning "Nol". F.T.'s brother reported that he 
"f^^ ^""^ Me was not toilet trained, and was 

difficult' at mealtimes both at home and in school. He did seem to be 
happy for a few minutes during music sessions - he would shake his head 
or beat the table in time to music. 

After a month he stopped crying. He started to examine toys with interest 
doing tasks that were given him. He showed his wants and dislikes by signs! 
He obeyed any instructions, and showed an understanding of much that was 
said to him. He began to play cooperatively with other children, and was 
the first to call the teacher if any child had a problem. He behaved well at 
mealtimes, even helping to clear up afterwards. His parents wrote a letter 
saying that they would never have believed that their child could change 
much, so quickly. 

After another month he started to talk. He called his teachers by name 
and began to say nursery rhymes. He became toilet trained, taking himself 
to the toilet when he needed to go. After 5 months in school his language 
ability IS developing rapidly and he is a happy cheerful and cooperative 
child. 



(k) E.H. Aged 6 (at school for 1 1/2 years) 

E.H. is more severely retarded than the other pupils described in this 

,11 r '""^^ ^ ^^^^y^ °" -"^ve, tearing thing 

off the wall, throwing anything within reach, hitting, pulling hair or pushing 
over any other child within reach and giving a loud scream every few 
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minutes. He made eye-contact only very briefly. At meals he threw on the 
ground his own food or anyone else's. Being physically quite small he did 
not frighten the other pupils, but it was necessary for an adult to be near 
him at all times. He was given a lot of attention, holding and cuddling, to 
help him develop a relationship with his teacher. 

Slowly he has begun to calm down. The teacher encouraged him to look at 
his hands and at anything he was holding, and to look at himself in a 
mirror. He now turns to look at his teacher when she calls his name and 
stops what he is doing when she says W. He is beginning to play 
constructively. He builds a tower of bricks. He likes to sit still watching 
what is going on. He is no longer destructive, and some of the more able 
pupils play with him. E.H. is from a wealthy family. At home he was 
previously always with servants, but now he is allowed to come into the 
family living room, with his other brothers and sisters who sometimes play 
with him. 



16.2 NOTES ON AUTISM 

Autism is an unusual condition, where a child does not relate to other 
people and communicates very little. "Autistic" is a term that should be 
used with care. Jt does not apply where a child's odd behaviour may result 
from brain damage. It cannot be used where a child refuses to cooperate 
through fear of unfamiliar surroundings. Children of all levels of intelligence 
may be autistic: they may be normal, very clever, or mentally retarded. 

The autistic child has many of the following features:- 

1) Does not develop personal relationships. The baby does not respond to 
handling and cuddling. The older child typically avoids looking at another 
person's face, especially avoiding eye-contact. When an autistic child 
does hold on to another person, it is as if he were holding a piece of 
furniture, not a human being. 

2) Does not seem to know that she has a personal identity or individual 
self. Autistic children often explore and handle their own bodies as if 
they were objects, even to the point of injuring themselves. *^'en an 
autistic child can apeak, she may not know the difference between "1", 
"You" and "She". 

3) Obsessive attachment to certain objects. The child may want to hold 
one object all the time (e.g. a piece of cloth, a cup) and becomes very 
unhappy if it is taken from her. 
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4) Becomes very unhappy if the environment is changed in any way, e.g. If 
furniture is moved from its usual positron or if a familiar object is 
missing. The child may be very upset if ro«itines are not strictly kept. 
Rituals are often developed such as folding up clothes in a particular 
way, insisting on people sitting in particular places for eating, washing 
in a particular way. The child may refuse to eat unfamiliar food. 

5) Shows unhappiness by violent temper outbursts or biting self or by 
ritual movements such as rocking to and fro, jumping up and down, 
running round the room on toes. Often, nobody can tell what has 
caused such unhappiness. Attempts to comfort the child may have no 
effect. 

6) Abnormal perception. Autistic children often respond in strange ways. 
They may seem unable to hear loud sounds, but react to quiet sounds 
that other people can hardly hear. The child may like to handle and 
examine very small objects, such as pieces of dust, grains of sand, 
grass seeds. The child may seem not to feel something that would 
normally cause pain. 

7) No language, or little language. The child who has some speech may 
repeat phrases heard long ago. The voice may lack expression or 
intonation. Personal pronouns, 'l* 'You* etc. may not be understood. The 
child usually does not use or understand gestures. 

8) Strange positions or ways of moving may develop. The child may twiddle 
a piece of string or another object. 

9) Does not ^ay in an imaginative way. Toys are pot used to represent 
objects in the normal way (e.g. dolls or cars m^y be used as building 
materials rather than as a *bab/ or as a car going along the road). 

10) Although some autistic children are mentally retarded, others have 
'islands' of normal or above normal ability, which may include a very 
good memory or the ability to calculate numbers quickly and correctly. 
Some, who do not speak, can express themselves in writing poetry, or 
have unusual ability In music or in drawing. 

Although true autism is rare, many maladjusted childen have some autistic 
f&atures. Autistic chldren do not respond normally to praise and affection, 
and it is often hard to find anything that can be given to such a child to 
reward her for acceptable behaviour. 

The autistic child's big problem is in relating to others (and him§elf), so the 
teacher's main aim should be to develop the ability to relate. The teacher 
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should be ready to have a lot of physical contact with the chila, ey§n_if 
th^ child does no t s eem to want it. Physical activities may help, such as 
rocking the child -.hile holding him on the teacher's lap. seated on the 
floor Children with Down's syndrome are usually friendly, and may succeed 
in making a relati<?nship with an autistic child when the teacher and others 
have given up. Some autistic children respond well to animals, and can start 
to learn to relate through being allowed a 'friendship' with an animal. 

Some therapists claim great success for 'holding' therapies, gripping the 
child very closely in a loving embrace until he relaxes and responds by 
smiling or snuggling up. This may take several hours, and be emotionally and 
physically exhausting - the hold must be firm but loving even 
struggles to get away. It is best if the mother tries this method first, 
which should result in the child learning to form his first close relationship. 
If the mother cannot or will not do it. a teacher may try. Whoever .starts 
this method should be able to continue with the child for as long as 
necessary (perhaps several years), since it could hurt the child to lose the 
one person with whom she has learnt to relate closely. 

If an autistic child has some special skills, he should be allowed to work on 
them in school. gOme of the time. The teacher may believe that learning to 
dress himself or to talk is more important than drawing or mua.c. but the 
child sees his art or music as more important. The school day should allow 
time for both the pupil's and the teacher's priorities. 
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16.3 BROAD CATEGORIES OF ADJUSTMENT & BEHAVIOUR 



Emot lonai 
Si tuat ion 

Wei i adjusted 
Stable, Good 
relationships 


Behaviour Pattern 
Observed 

Norma 1 /acceptab 1 e 


Teacher ' s 
Response 

enjoy rrienaiy relations. 
Reward good behaviour 


Wei 1 adjusted 
Stable, Good 
Relat ionships 


••Problem Behaviour" 

a) Normal for devel- 
opmental stage. 

b) Outbreak of 

* learnt* bad 
behaviour . 


B) Maintain friendly relations. 
Ignore / Do not reward 
problem behaviour. Provide 
plenty of interesting work. 
Reward and encourage good 
behaviour. Avoid damage to 
persons and property. Keep 
written records. 


Maladjusted, 
Unstable, 
Does not form 
good relat- 
ionships. 


Acceptab 1 er 
OR 

Withdrawn and 
depressed. 


C) Patiently try to win the 

child's confidence, build up 
relationship of trust and 
friendship. Study the home 
background. Has psychiatrist 
been visited ? Observe 
effects of any medicines. 
Keep written records. Check 
if any additional sensory 
impairment may be adding to 
the child's difficulties. 


Maladjusted, 
Unstable 
Does not form 
good relat- 
ionships. 

Autistic. 


••Problem Behaviour" 

a) Normal for devel- 
opmental stage. 

b) Outbreak of learnt 
bad behaviour. 

c) Set pattern that 
results from mal- 
adjustment and 
tends to reinforce 
bad relationships. 

Does not relate to 
self or other persons. 
Obsessive attachment 
to particular objects, 
rituals, environment. 
Violent inexpl icable 
outbursts. Abnormal 
sensory perceptions 
and movements. Little 
or no language use. 


D) Combination of the 

responses (B) and (C) above, 
that may reauire months of 
patient hard work in 
collaboration with child's 
family and with professional 
col leagues. 
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17-0 R/VMILIES WITH ™„. 

H/VtMOIC/VRRED CHILDREIM 



17.1 CHILDREN BELONG TO FAMILIES 

A chiW with a handicap, like almost all children, is born into a family and 
remains a life-long member of that family. Teachers need to work together 
with families, to help their pupils learn and develop as fully as possible. 

In order to work cooperatively with families, teachers must understand som e 
of the problems 
that may be faced 
by families as a 
result of their 
child's handicap. 

Parents may need 
help to accept and 
understand their 
child's disability 
and to realise 
that they them- 
selves can help 
the child. 



17.2 WORKING TOG ETHER 

Teachers should aim to work as partners with the parents: teachers and 
parents together trying to help the child to overcome his problems, and 
tryinq to get acceptance for the child from the widrs- family, neighbours 
and society in general. Many parents are interested to teach their children 
at home: teachers should give advice and encouragement and also listen to 
and learn from the parents' experience of teaching their child. 

With some families and in some societies, an equal Pa;t"«-f*'P 
teachers and parents may be unusual or difficult. But it should still be the 
ideal towards which teachers work. 

There should be plenty of communication between home and school, so that 
parents can understand what is being done at school. Parents should be 
welcome to visit the school. Teachers must visit pupils' homes, and written 
reports must go regularly from school to home. (If the parents are non- 
literate, they will ask another relative to read the report to them). The 
teacher should take every opportunity to tell parents what their child is 
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learning, the teaching methods being us«l. and what is planned next 
nformat^ ahould be in a form that the parents can und^sta^: uS^ 
local languages .n preference to English, and without professional jargon. 

• Parents' m^. The teach«- should try to find o..t •hat the parents 

Stan.- on fiJ"° 5*^'" '° -"d explain the different 

sta^ needed on the way to learning more advanced skills. (The parents* 

them m mind when deciding her priority teaching goals). The teacher should 
t^l^^KT^rr ' ^ '^'^ ^^f'"** f--""/ activities and 

chillln " ^ '""^ ^ ""-^ - 

Teach«.3 should try to remember that, in many ways, parents are 'exDerts' 
^ he. own child They live with the child and kno'w 'mL th.nTnyo^T,; 
what she does at home. The teacher must be willing to learn from the 
K^L°"' ^^'"""'^ sometimes find very useful way, to tea^ 

their chil^en - they can be encouraged to use their imagination f or^ht 

and practice teaching methods. Such workshops should give parents time and 
opportunity to tell what they have done themselves and fouiS succes^ul. 

To understand her pupils, and to work with their 

parents, the teacher needs to know mhat are 
the preoccupations and problems of the families. 

17.3 EACH O NE 15 DIFFERE NT 

enc7untt"' ChilZr h " 'V"' '"""'^ " ""^ ^ they 
encounter. Children, home situacor.. attitude to disability, all differ from 

famHy to family. If a first child is handicapped, parents may be able to 

spend more time with her than they could with a later chiW buf their 

disappointment, and the pressure from in-laws, will be greater than f they 

already have several n.rmal children. Children with disabilities are born to 

rich families and poor families, educated parents and non-literate parents. 

The problems of caring for a hyperactive child are different from those of 

in ^ ^ ^^""'^ ^y"*^"'^ <'"ongol> child h!^ 

little in common with an aggressive, deaf child of normal appearance. 

The teacher should remember that almost all parents love their child 
however handicapped. Those who do not seem to love their chUd a^ u^alj 
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in a state of stress and feel unable to cope with the problems of their 
chiW'a disability. With help they will again find their love for the child. 

17.4 THREE TYPES OF PRO BLEM 

a) Difficulty in understanding and coming to terms with the fact 
of having produced an 'abnormal' child. 

b) Difficulty in coping with the day-to-day behaviour of the child. 

c) Worries about the child's future. 

a) Accepting the facts Parents learn in different ways and at different 

times the new. that their child has a disability. 

For example, some features of Down's syndrome may be recognised at birth 
so parents may learn while the baby is very young that he will be a special 
child - but they will usually not know what that means. 

Other babies may be taken to the doctor when a few months old. suffering 
from a fever or other complaint, and the doctor may point out that the 
child is mentally retarded. Some parents gradually come to see that the 
child is developing more slowly than other children, or that she '-alks or 
talks later, cannot feed herself, does not play etc. They may look for he P 
at once, or they may hope that the child will improve by herself Mildly 
retarded children may seem normal until they go to school; then they fail 
to keep up with school work. 

Often it is a great shock to parents to be told definitely that their child 
i3 mentally handicapped. All parents expect and plan for a normal child 
Before the birth, not many think seriously of the risk that their child might 
not be normal. 

Some parents, on being told that their child is mentally handicapped, feel 
that they cannot love and care for her. This feeling, which is a normal 
reaction to shock, usually passes after a few days or weeks. Families may 
then decide that they do not believe the person who has diagnosed mental 
handicap. 

Families go from doctor to doctor, hoping to find one who can 'cure' their 
child. Doctors and other professionals often fail to explain clearly, in a 
way the parents can take in. what mental retardation is, and how the child 
can be helped. When parent-, realise that their child really is different, they 
may feel grief and loss as if a child had died. The baby for whom they had 
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have a d,ffer«,fc child, with a diffa-ent future, which they did not expect 
•nd do not understand. On the other hand, it may come as a re//~\o W 
de^,n,t./x what is wrong: "Now at last we know what the problem is." 

Some families persist in refusing to believe that the child is mentally 

?:t"^;STt-,J"/"'"'"" parents with a Z^l^ 

retarded child to say that he 'has a speech problem' even if. for exaMe 

JIT" "^iu^ " ''^'"^ himself, as wTas 

not speaking. These parents will often refuse to send the child to a ^Lol 
for 'mental' or 'retarded' children. scnooi 

'Vifficulty with Learning". Such parents may more readily send their child. 
tAiee- It •». ■ ^ school helps children who have 

ii™ of J:"'""S ~ """^"^ '"^ -rrying^nd avoids t^ai^v^ 
images of madness and uncontrolled behaviour. It ma/ also link up wS. the 

SL":;^hTk.'*'^"?*'°"' °^ Teachers should take '^are tiS 

or retarded. ,earn.n9 difficulties} do not present a bad image to t^ J^ 
of parents or the general public. ^ 

^ThJ!!*^' tj-^ditional sort of family expects a son to become just like his 
IJ^ . J^- ^"^ ^ t° "'^'•ry into a family that 

keeps trad.t.onal customs. In such families, parents may find it v^y hard 

M,TfK : ^''"i""" '""""^ ^ be able tT fo^ow 

hm father's work when he grows up. They may insist on using a v^y 

negative label („,ad, crazy, idioD to refer to the disability. They^should^ 

SJfTclfes ^"^ *° P^^*"- - terms of^,:arn.S^ 

Guilt Feelings. Many parents at some time feel guilt about their child's 
fh«v MA Tl>ey wonder if the child is disabled because 

^r. ^^^"'"''•"9. ^--^ - either as a direct result or as a punishme^ 
from God for doing wrong. This attitude makes it harder for them to 

TtT a'ptn^i;" '"'"^^ ^ -ther -y'^eli thlt 

>t IS a puni^ment for her own sin that her child cannot walk use the 

mav d^H.^'/r":"- " '° punishmentTthe motJt 

may decide not to teach the child these skills. A father who thinks thS 

hoU^V «^ harm, may not allow his cT^Td out ^f 

house, to avoid the nsk of any more harm or accident to the child. 

t'llL'cau^sTf rsabn t '^'L^r'^"" ^'"^ "'^^ '^^ "^^'^^ <1'— "9 
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Sometimes parents blame one another. Grandparents may blame their son-in- 
law or daughter-in-law. This results in useless family quarrels. If parents 
are not blood relations they may be blamed by in-taws for having •bad-blood' 
- as noted in Chapter 2. Some parents try to keep their child away from 
family meetings and do not visit relatives, so that relatives may not find 
out about the child's disability. Fear of relatives "finding out' adds to the 
parent's emotional problems. 

A strong extended family sometimes gives support to the parents, but quite 
often they make it harder for the parents to come to terms with the 
child's disability. If a grandfather or senior uncle expects to take all 
decisions about the child, the teacher should see that this person is also 
well informed of what the school is doing, 

"A Cure" Many parents retain the hope that somewhere there is a 
complete cure for their child. Some believe that 'abroad* there 
arc medicines or operations to cure the child who is mentally retarded. It 
is hard to convince them that this is not so. Pictures of Western children 
and adults who are clearly mentally retarded may help. Other parents visit 
religious healers, shrines and acupuncturists in the hope of healing. 

Parents may feel a great loss of confidence in themselves as a result of 
having produced a handicapped child - they have not succeeded in producing 
a normal healthy child - so they doubt their ability to do other things well. 
Parents, especially mothers, may get depressed as a result of these 
attitudes and the problems discussed in the next section. Teachers must be 
sensitive to thsir feelings when first getting to know them. 

SOME WAYS TO HELP : 

* Parents Meetings- Parents often think that mental retardation is very 

uncommon. They are surprised to know that other 
people have the same problems. It helps a lot to meet and talk with others 
who feel the same way, or have overcome their problems. 

* Information. The teacher helps when she listens with sympathy and 

gives suitable information about mental retardation. Be 
honest, but allow the parents some hope. We offer na cure or guarantee, 
but with hard work we do expect the child to make progress. Sometimes it 
helps families if they visit a special school, seeing other mentally retarded 
children at work. They hear from doctors that their child cannot be cured, 
or cannot learn; but to see children with a similar handicap mho are happy 
and learning, not miserable and helpless, gives parents more encouragement 
than anything they could be told. 
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# Public Education. Take every opportunity to inform and increase the 

understanding of the general public. Until their own 
handicapped child was born, parents were themselves the 'general public^ 

♦ A Special Family. The thoughts of some Muslim tribes-people in North 

Africa are worth mentioning to parents. Their idea is 
as follows: God in his wisdom knows that a child with a disability needs 
extra love, care and attention. So God places such a child only in a family 
that can provide such care. The family thus chosen is greatly honoured, 
and must live up to lis responsibilities. 



b) Coping with Everyday Behaviour Most children with a disability cause 

much extra work for their mothers. 
The child may be unable to feed herself, use the toilet or move about; or 
maybe the mother has to keep watch fio that he does not run out of the 
house, begin screaming, break something, eat something poisonous or burn 
himself. The problems vary from child to child, but extra work is usually 
needed. A family may have to move house because of their child - if they 
live by a busy road and are afraid of accidents; if they live up narrow 
stairs and the child needs to be carried; if the neighbours make difficulties 
for them. 



Have a break ! Because of this extra work, many families at first think 
of a special school as a VespitB place' to which the child 
can go every day so that they (especially the mother) can have a break. It 
lets the mother do her housework without worrying about the child and 
always being disturbed by him. When a mother K'ls an active mentally 
retarded child at home, she is always telling him to stop this, not to do 
that, or physically stopping him from doing things. She seldom has time to 
play with him in a positive way or to encourage him to do the right things. 

Parents get frustrated because the child does not understand. Some may 
even beat the child. The child is seldom |>rais€Ki or rewarded for doing the 
right thing, and so does not get the chance to learn what would please her 
family. She becomes unhappy, unable to relate to others. If she is able to 
notice what other children do, she sees them doing things well and being 
praised. She feels herself a failure. 

Parents need advice on how to cope with their child so that he will learn 
more acceptable ways of behaving and so be easier to manage. Many 
mothers, however, are worn out by looking after their other children as well 
as the ^special* child. They do not feel able to cope with any extra work. 
Teachers need to win the confidence of such parents. First teach the child 
in school, then show the parents how the child has made progress. When 
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parents have seen for themselves how the child has improved, and what he 
has learnt, they will be more ready to cooperate m teaching the child at 
home. 



A Question of Time. If a child cannot feed herself, the bfisy or tired 

mother may not feel able to cope with the mess 
that will be made while the child learns to do it. When dressing the child in 
the morning, the mother may also have other children to get ready for 
school - it is not easy then to teach the handicapped child to dress 
herself. The teacher at school can teach these tasks and inform the 
parents of every step of school progress, so that the pupil will be 
encouraged to do the same things at home. 

Some mothers do not teach the child 'daily living skills' because they think 
that the right way to love the child is to do everything for him. Others 
fear that the family may think they are being unkind if they do not do 
everything for the child, if the child learns skills at school and the parents 
are informed, he can start to use them at home and the mother may be 
more willing to help tc^ach him in the future. 



Normal children learn so many everyday skills, and learn so quickly, that 
families often do not realise that the child gains each new skill by learning 
it. But once parents see that their mentally 
retarded child must learn these things, they 
will want to help her to do so. We must give 
parents the confidence and the knowledge that 
they can help their child to learn. 

Proud of Her ! Parents of normal children 

feei themselves rewarded and 
encouraged by their child's achievements. They 
feel proud of things she does or says, and are 
pleased when she is praised by neighbours and 
relatives. Mentally retarded children usually 
achieve less and make slow progress, so their 
parents tend to lose this major pleasure of 
Teachers can help parents take encouragement 
from the modest progress their child makes, but 
should not expect all .parents to be excited by 
v^y small amounts of progress which they may 
consider to be Irrelevant to normal life. 

Some parents are unwilling to take their 
mentally retarded child out. They do not take 
him to family functions, (weddings etc.) 
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because they are ashamed or because they believe that relatives and 
neighbours do not welcome the child in their home. They may also be afraid 
that the child may behave badly. Some do not take the child shopping for 
the same reason, or because p€»ople might mock him. Fear of taking the 
chikl out may cause parents themselves (especially the mothers) to stay 
home, becoming more and more isolated and lonely. If the pupil is taken on 
outings by his teacher with his class-fellowSt or sometimes by himself, he 
can learn the normal ways to behave in public. The school can also arrange 
meetings for parents, where they are encouraged to bring their children. 
For some families, going to such a meeting may be the first time they have 
ever taken their mentally retarded son or daughter anywhere in front of 
strangers. Some families in Peshawar say that after they took their child 
to one such meeting, they got enough confidence to take the child with 
them on other outings and family occasions. 

Sometimes parents complain that as their child grows older, behaviour at 
home is becoming more difficult. This is often a result of boredom at home 
and a need to be occupied with something interesting like other boys or 
girls of the same age. If necessary, suggest to parents some ways of 
keeping their son or daughter busy when at home in the evenings or during 
school holidays. This is also related to what the child will be doing when he 
or she is too old to attend school. 

c) Worries About the F uture What will he do when he gets older ? Will tie 

be able to learn some technical trade ? 
Will she be able to get married ? What about any children he might have ? 
Families with mentally handicapped children often ask these questions, as 
the child grows older. 

There are no standard answers to these questions. The answer depends on 
the individual child and family. Parents of older mentally retarded children 
are often very keen for their children to learn 'technical' skills. Many 
mentally retarded young persons can be taught simple handicraft skills from 
which they may make a contribution to family income. The financial reward 
may be small, but the handicapped person will have a useful job at home 
and so will not feel useless. 

* Useful work. Some families can readily find useful work for a 
moderately retarded person, e.g. the son of a businessman 
may take phone messages and introduce visitors; a shopkeeper's son may 
run errands, reach down orders from shelves. Serving tea ar>d food in a 
street cafe is another job for a less able person. Other families may find 
it hard to accq;>t the realities of these jobs. If a family has a higher 
social si:atus, they may not be willing for their mentally retarded member to 
do a Mow class* job, even if it might be very suitable for his ability level. 
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Families whose traditional occupation is unsuitable for the handicapped 
young person may find it hard to allow him or her to do some other sort 
of work. However, they need to realise that if he has no work he will be 
bored and may get into trouble. Everyone needs to feel that she is doing 
something useful. If the young person can earn some money by his work, 
and so make a financial contribution to the home, he will fee! himself a 
valued member of the household. 

Teachers should discuss with parents the sort of occupation they would like 
their son to learn. Parents should always be consulted about vocational 
actuities being done at school. The teacher shouki know whether they would 
like their child to do work of this kind after leaving school. 

« Marriage Questions. Whether a mentally retarded person should get 

married depends on whether he or she can take 
up the responsibilities of marriage, and also on the cause of their mental 
retardation. If their condition is not of genetic origin (i.e. it is clearly 
known to be a result of brain damaged any children they may have will be 
as normal as anyone else's children. If the condition is of genetic origin, 
they are more likely to have retarded children. Persons with Down's 
syndrome seem to be much less fertile than normal people, but if they do 
have children there is a SOX chance that the children will have Down's 
syndrome. 

Some parents of mentally retarded sons have arranged marriages for them, 
hoping that the support of the extended family will be enough to provide 
for wife and children. The position of the wife in this situation is often 
difficult - the older generation may expect even more than usual to take 
decisions for the younger within the extended family. Sometimes the wife is 
of lower social standing than her husband's family - this being the reason 
why she consented to be married to a mentally retarded person. The 
husband's family may remind her all the time of her inferior social position. 
In some countries, there have been successful marriages between two people 
each gF whom is mentally retarded. 

If parents decide not to arrange a marriage for their mentally retarded 
son, they may worry about the young man's sexual feelings. Many severely 
retarded boys never grow up enough to want sexual relations with another 
person. But some do, especially if they have been sexually abused by 
adults. If it becomes a problem, the young man's sexual drive may be 
reduced by medical treatment. In this case, parents should seek advice from 
a properly qualified doctor. 

Families who can afford it usually make some arrangements for their child 
to be supported financially after their own death. Others hope that the 
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child will be self-supporting. For many families, arrangements for the 
future are difficult and worrying. In practice, brothers or othar relatives 
usually look after the mentally retarded person when the parents die. 



17.5 SPECIAL PROBLEMS 

Some families are difficult for teachers to work with in a cooperative way. 

•Over protective' parents (usually mothers) do things for the child that he 
could learn to do himself, such as dressing himself. They 
may stop him doing anything that involves a slight risk (e.g. going out of 
the house by himself, going on school picnics, etc. ) Parents become over 
protective for various reasons: feelings of guilt, fear of criticism by 
family or neighbours; feelings of pity, wanting to protect a 'weak helpless 
child*. 

Children of over protective parents may become very shy and nervous, 
afraid to be away from their parents. This tends to confirm the parents* 
feelings. Most parents should be welcome in school whenever they wish to 
visit, but parents of shy, nervous children should be asked not to stay in 
the classroom during the child's first days or weeks at school, until she 
has settled in. They should be encouraged to allow the child to do more for 
herself and to have more freedom. 

"Holy child*. Some families believe that their mentally retarded child is 
especially 'holy*. They do not like to correct the child's 
behaviour in any way. They give him anything he wants. Such children usually 
behave badly at home, but at school they may quite soon learn to behave 
well. Unfortunate!/, such families may remove their child from school if 
they find he is being disciplined there. 

Family fights. In some families, the parents are unhappy together and 
quarrel often. The parents may disagree about how to 
behave towards their handicapped child, (e.g. one beats her, the other shows 
affection) or they may disagree about other things, using the child as a 
way of hurting each other, shouting or hitting the child when they are 
angry with each other, though the child did nothing wrong. Such families 
must be told, in a firm but kindly way, that if they behave so, the child is 
likely to develop problem behaviour. Parents should be persuaded to behave 
well to the child and to settle their problems. If they cannot do so, at 
least they should leave the child out of their battles. 

Tricks*. Some parents teach their children silly 'tricks* when they are 
young. Relatives may find it amusing to see a four year old hit 
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his mother or a three year old spitting as a way to attract attention. 
These tricks stop being funny as the child grows up. They are a big 
problem by the age of 9 or 10. These parents must be told» patiently, that 
their attitude to the child is mistaken. He is not an object of fun. The 
tricks he learns will be painful to stop later. Where necessary, tricks can 
usually be un-learned by the methods described in Chapter 15. 

A larger group of "difficult* parents are those who do not think that 
special education can do <.,y good. They are interested only in a 'cure'. 
Some will not enrol their child in school. Others do so. but take her away 
after a few days, saying that they are 'not satisfied'. Such parents may 
return several times over a few years. Finally they enrol the child for a 
longer time in school; but years of special education have been lost, which 
does the child no good. 

Many parents, on first hearing that their *^hild is disabled, feel that they 
cannot love and care for him. It is usual for parents to feel like that for 
some days or weeks. A small number of parents continue to feel this way. 
They may neglect 
the child, or 
fail to show love 
and affection. 
Sometimes a 
relative (e.g. 
grandparent or 
aunt) takes the 
child and cares 
for him. Wealthy 
families may give 
the child to * 
servants to care 
for. Even such 
parents as these 
may grow to love 
their child when 
they realise that 
other people have 
positive feelings 
and affection for 
their child, and 
that he can make 
some progress. 
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Brothers and sisters of mentally retarded children «Uo .k • . 

strains and stresses. Usually they ^iu lLrn ZT I t"'"'' '^^"'''^ 

as their parents^ towards the' ha^'ic:^Jr^„^:? ^ "Lr . T^T 

tired and her attention is taken up bV the^^^i k m .J!^^ " 

will aet leas j.ff-o*!«„ 4.k T ' special child, the other children 

it. they "=rt^ 1:1^^ '"-^^^^ 



1 7.7 IN CONrmgrnn 

From the time wh^n they learn that their child is 'different' n.r nf 
experience some or all of the following:- shock aH^ ' Tit 
depression, fear, isolation, religious anxiety Toss of ' ^J^ 
themselves, feelings of rejection towarH, fK- I'l^ confidence in 

future, shame, t^edness a,^ ens LT f^^^^^^ -bout the 

can be given to overcome Jhes^ pri,e 's ^\h 7 "^7 ^"""^ "'^'P 
the teachii, of their child, helpi^^trc^ld^o^d^ ft^a^^^^^^^^^ 

siL^ajhit' Jarnts^rid\^'^^T' '"^"'^^ communication between 

teachers shou^r.sit "he cHlji^tme'^R^ 

easier for parents to ^eak ft t- k' T'i^ ^"''^ 

an informal way - if t^e n *° another in 

or if the eacher travels in'the s "l""-*^ ^^ild from school, 

pupils. Parents iS^o vts't the T ^^"*c**"g -nd returning the 

or' teaching the^^ chi d by watchi^ Te t K '^^^^ ^^^^^^ °^ coping with 
parents too. ^ •-atch.ng the teachers. Teachers can learn from 

24 Hours Per Day. , .^^^ 

should remember that it " v':; dif f'^ent '^^f^'"^ °' f'^^^"*^' 
time compared with having t^ ^hl.d :rf o^a tw ^ '°Z r 

teacher should consider sometimes takino a 1.1^1 f ^ 
home. He will find this very difftenT fro.' L "^T^ " ''"^ 
classroom, where everythino is Z ^^"""^ 'he 

mi.nd. everyth.ng .s arranged w.th mentally retarded pupils in 
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APPENDIX 1 

MORMAL CHILD DEV/ELORMEIMT 



Materiai m this Appendix derives mostly from the work of Western child 
development specialists, especially Dr Mary Sheridan , who have studied and 
observed European and North American infants through many years. Such 
intensive study has not yet been reported in the Middle East and South 
Asia. On the basis of informal observation in Peshawar during the past 
eleven years, it seems that Pakistani infants pass through practically the 
same physical, social and mental stages of development as Western infants. 

However, a child's development depends mostly on her experience and 
opportunities for learning. If a child has had no experience of one of the 
items in the following lists, she will perform at a lower level through lack 
of exp erience, not lack of ability. For example, a child aged 4 who has 
never lived in a house mtb stairs will need to hold the wall and put both 
feet to each step until he has had practice at stair climbing. A child who 
has never been shown picture books will not recognise pictures until she has 
got used to seeing them. A child who has not been given pencil and paper 
will not know how to hold and use the pencil. 

The converse is also true. For example, children belonging to families where 
it is the custom to squat rather than to sit on the ground, are likely to 
develop this ability sooner than Western infants who seldom see anyone 
squatting* 

The ages given are an average for normal infants. Within the average, 
there can be much variation, among normal infants. 



\) LA RGE MOVEMENT S 
One month 

When lying on back, turns head to one side, knees are apart and soles of 
feet face each other. When put face-~down, turns head to one side, arms 
and legs bend under body, with buttocks humped up. Neck cannot hold head 
up - if held sitting, head falls forward; if pulled up to sitting, head falls 
back. If held to stand with feet on firm place, stiffens body and presses 
down, making reflex 'steps*. Arm and leg movements are large and not well 
controlled - arms move more than legs. When resting, hands are closed 
holding thumbs in - when stretching arms, fingers spread out. When cheek is 
touched, head turns to one side; when ear is rubbed, head turns away. 
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APPEhPlX I 

TTiree months 

When lying on back, head is held straight (in mi<hline>. When put face-down, 
uses forearms to lift up head and chest; with legs straight and buttocks 
flat. When held sitting up, can hold head up for several seconds. If held to 
stand With feet on firm place, knees bend. Arm and leg movements are 
smoother, less jerky. Kicks hard. Hands can be held loosely open and are 
sometimes brought together over chest or chin. Arms can be moved at the 
same time and same way. 

Six months 

Lying on back, can raise head or lift leg upright. When put face-down, lifts 
head and chest up taking weight on straight arms. Held sitting, holds head 
up and back straight. Can sit without support for a moment. Sits with 
support and turns head to look around. If held to stand with feet on firm 
place, takes weight on feet and bounces up and down. Holds out arms to be 
lifted. If hands are grasped, can lift self from lying to sitting. Can roll 
over from front to back. 

Nine months 

Sits without support for 10-15 minutes. If held to stand, takes steps on 
one foot after the other. Much arm and leg movement. Can turn body 
easily. Rolls or wriggles to cross floor. Tries to crawl along floor. Can pull 
self to standing and stand for a few minutes holding on to support. 

Twelve months 

Sits well for long time. Can get self up from lying down to sitting. Crawls 
quickly. Pulls self up to stand and gets down to floor again. Takes 
sideways steps to move around, holding chair, table etc. Walks forward with 
one or both hands held. Stands unaided for short time and may take a few 
steps. 

Fifteen months 

Walks with feet wide apart and arms held up - often falls or walks into 
chairs, table. Can get to feet unaided, but gets down by falling back or 
forwards onto hands. Crawls up stairs. Kneels down. Bends to pick 
something from the floor. 

Eighteen months 

Walks well with feet a little apart. Starts and stops easily. Runs stiffly. 
Cannot get round obstacle while running. Pushes and pulls toy, box, chair. 
Can carry a doll or toys when walking. Walks up stairs with hand held, but 
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crawls backward down stairs or bumps self down in sitting position. Picks 
something up from floor without falling over. 

Two years 

Runs safely, getting round obstacles. Crouches, squats. Can walk backwards. 
Can climb on chair, table and get down safely. Walks up stairs and down, 
holding rail or touching wall, putting both feet on each stair. Can throw 
small ball without falling. Walks into big ball when trying to kick it. 

Thirty months 

Walks up stairs unaided. Walks down stairs touching wall. Runs and climbs 
well. Jumps with two feet together. Kicks large ball. Can stand up on toes, 
if shown. Can ride small tricycle, pushing with feet on ground. 

Three years 

Walks up stairs one foot on each stair, downstairs with two feet on each 
stair. Can run around corners. Walks on tiptoe. Can stand on one foot for 
short time. 

Four years 

Can turn sharp angles when running. Walks alone up and down stairs, one 
foot on each stair. Climbs up on ladders and small trees. Runs on tiptoe. 
Can hop on one foot. 

Five years 

Active and capable at climbing, sliding, digging, dancing. Stands on one foot 
for up to 10 seconds. Can hop 2-3 yards forward on either foot. Grips 
firmly with each hand. 

ii) SEEING^AND SMALL MOVEMENTS 
One month 

Turns eyes and head towards light: gazes at window and briefly follows light 
(e.g. candle) moving near eyes. Looks at mother's face as she feeds and 
talks to. 

Three months 

Moves head to look around. Interested in nearby faces, and watches people 
moving nearby. Follows own hands as she moves them in front of her face. 
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Six months 



Moves head and eyes eagerly to see what is happening. Watches ad- 't 
moving across room. Gazes at object within 12 inches and reaches out both 
hands to get it. Uses whole hand to pick things up. 



Nine months 



On seeing small object, stretches out hand to grasp it. Passes object from 
hand to hand, turning it over to examine. Pokes at small object with index 
finger. Uses finger and thumb like scissors to grip small object. 

Twelve months 

Picks up small object neatly between finger and thumb. Throws object to 
ground deliberately. Points to things she wants. 

Fifteen months 

Places one brick on another, if shown how. Grips crayon and copies 
scribbling movement if shown. Looks at pictures in book. Stands at window 
to watch things happening outside. 

Eighteen months 

Scribbles when given crayon and paper. Builds up 3 bricks if shown how. 
Two years 

Picks up very small thing (e.g. pin. thread) neatly and quickly. Takes paper 
wrapper off sweet. Builds up 6 bricks. If given crayon and paper, makes 
dots and circular scribbles. Can copy drawing of up-and-down line. 
Recognises fine details in picture. Can turn pages of book. Recognises 
people in photograph. Left- or right- handedness becoming clear. 

Thirty months 

Builds up 7 or more bricks; puts bricks in line to make 'train'. Copies 
drawing of side-to-side line, circle and V shape. Draws and paints dots and 
circular shapes. 

Three years 

Builds up 9 bricks. Makes bridge shape with 3 bricks if shown. Copies 
drawing of cross shape. Copies circle already drawn on paper. Draws person 
with head and some features. Matches two or more colours. Makes cuts 
with scissors. 
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Four years 

Builds up 10 or more bricks and bridgcss of three. Builds 6 bricks in 
'staircase* if shoi^n. Draws people with head, legs, features and trunk (and 
sometimes arms). Matches and names four colours. 

Five years 

Copies square, triangles and letters. Draws recognisable person, house, car. 
Counts fingers on one hand. Matches 10 or more colours. 



iii) HEARING AND SPEECH 
One month 

Reacts to loud noise: stiffens, blinks, spreads fingers and toes, may cry. 
Cries loudly if hur»gry or uncomfortable. Makes small noises when content. 
If crying quietly, stops at sound of soothing voice (but not if screaming). 

Three months 

Still unhappy at loud noise: blinks, cries, turns away. Makes sounds when 
spoken to or pleased. Cries if uncomfortable or angry. Listens to sound of 
spoon on cup. Excited at sound of approaching footsteps or voices. 

Six months 

Turns to mother's voice at distance. Makes many sounds (e.g. goo, dar, 
adahr eriah, muh). Laughs at play. Screams if angry. 

Nine months 

Shouts for attention. Babbles repeated sounds (e.g. mumumu, bababa, 

dadada). Understands 'No' and 'Bye-bye'. Tries to copy some sounds (e.g. 
brrrr, cougH>. 

Twelve months 

Knows own name and turns on hearing it. Babbles loudly much of the time. 
Understands several words (e.g. family names, cup, water, banana) and 
simple command with gesture (e.g. Come to mummy. Give it to me. Shake 
hands, etc.) 
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Fifteen months 

Makes many different 'nonsense sounds'. Says several clear words and 
understands more. Understands and obeys simple command (e.g. Give it to 
me; Get your dolly). Points to known people, if asked. 

Eighteen months 

At play, still talks 'nonsense' to self (a mixture of real words and other 
sounds, trying out speech patterns). Uses 6-20 real words, understands 
many more. Often repeats last word spoken to her. Tries to sing and join 
in simple rhyme. Knows words for hair, hands, feet, nose, eyes, mouth, 
shoes. 



Two years 

Knows 200 or more words, not all pronounced correctly. Can say full name. 
Talks to self about what is going on. Still repeats what other people have 
said to him. Asks questions, iWhat? Where?> Uses 'I, Me, You'. Stuttering is 
common, and normal. Can learn and recite rhyme. Enjoys hearing simple 
stories. ^ 



Three years 

Has large vocabulary. Knows name and father's name. Uses plurals and 
pronouns correctly. Still talks a lot to self. Carries on simple 
conversations and talks about past experiences. Asks What? Where? Who? 
Likes stories. 



Four years 

Speech is clear. Talks sensibly about recent events and experiences. Asks 
Why? When^ How? Tells long stories. 

Five years 

Speech fluent, basic grammar correct, but still developing complex sentences 
and vocabulary. 
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1Y)_S0CIAL _BEHAyiOyR 
One month 

Starts smiling at about six weeks. 
Three months 

Begins to respond to known situations, smiling and making cooing sounds. 
Responds to friendly handling, likes gentle tickling. 

Six months 

Puts to her mouth whatever she grasps. Begins to be uneasy with people 
she does not know. 

Nme months 



Holds biscuit, bites and chews it. May react with anger and resistance. 
Tries to take spoon if spoon fed. Shy of strangers. Still puts objects to 



One year 

Drinks from cup. Holds spoon but needs help. Gives toys if asked. Finds toy 
that has been hidden. Likes to be near an adult. Begins copying - waves 
bye-bye, claps hands etc. 

Fifteen months 

Drir*:s from cup without help. Eats with spoon. Indicates if clothes are wet. 
Throws toys quite often. Restless and curious. Touches whatever is in 
reach. Needs adult*s presence. 

Eighteen months 

Drinks without spilling, holding cup in both hands. Takes off shoes, socks, 
hat. hk> longer puts toys to mouth. Copies simple activities - pretends to 
read book, dusts chairs etc. 

Two years 

Eats with spoon without spilling. Puts on shoes. Knows day-time toilet 
needs. Often runs out of house. Copies mother doing housework. Demands 
much attention, clings to adults. Has tantrum when unable to get own way. 
Re> jses to share. Resents attention given to other children. 



Normal Child Development p-193 



mouth. 




APPENDIX 1 



Thirty months 

Can pul) down elasticated panta or shaliwar. Very active and disobedient. 
Violently angry if he does not get his way. Watches other children playing 
and sometimes joins in. 

Three years 

Washes hands. Affectionate and friendly. Likes to help adults. Plays with 
imaginary people and objects. Plays with bricks, toy cars etc. Plays with 
other children. Understands sharing. Friendly to smaller children. 

Four years 

Washes and dries hands- Cleans teeth. Dresses and undresses, rreeding help 
only with knots. May be verbally cheeky. Plays with other children but often 
fights. Understands taking turns. Concerned for younger children's welfare. 

Five years 

Washes, dresses and undresses alone. Sensible, controlled, independent in 
general behaviour. Plays game with rules. Understands time in relation to 
daily program. Takes care of younger children. 
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1) PURPOSE 

The purpose of record keeping as described here is to record the pupil's 
abilities and progress. Record keeping is an essential aid to teaching. The 
teacher should herself be encouraged by seeing the progress recorded. The 
records should help the teacher to decide what each pupil needs and is 
ready to learn and to see i*iether a teaching program has succeeded. 

If no record is made, the teacher and the child's family may soon forget 
what the child could or could not do a few months before. During a pupil's 
first month at school an assessment should be recorded of what the child 
can do. which should then be discussed with the parents. It can be shown 
to them again later if they complain that their child is making no progress. 

The records described here should be kept by the teacher in the classroom 
and referred to often. They are different from 'office* records concerning 
family, medical history etc.. which are not kept in the classroom. 

2) SKILLS C HECK-LISTS 

A Check-list in chart form should be kept for each pupil. An example is to 
be found in Appendix IIL (Separate copies of this Check-list in Urdu will be 
produced by the Mental Health Centre. Mission Hospital Peshawar, in 1990). 

Check-lists are available from various sources. Those designed for small 
children seem to be useful in most situations, independent of local culture. 
But more advanced social skills depend on cultural contexts. They need 
careful adaptation if used outside their country of origin. It is usually 
better to make up a local social skills check-list: several teachers should 
write down all the locally-needed social skills and then compare notes. 

Check-lists are important for making a first assessment and for providing 
goals toward which teaching and learning are directed. There is also a need 
for more detailed notes, as described in the following sections. 

3) REGU LAR PROGRESS REPOR TS 

At regular intervals, e.g. once a month, a progress report should be written 
for each pupil recording everything the child is known to have learnt during 
that time, plus any changes in behaviour. Progress reports may be written 
in a form and language that is suitable for sending to parents- 
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4)_ CURRE NT TEACHING TAR GETS 

Writing a list of current teaching targets each month helps the teacher 
think what she wants each pupil to learn. Targets should be simplified If, 
after a couple of weeks, the child is making no progress. (But some pupils 
will need longer to learn even the simplest tasks.) To list teaching targets 
and to record progress are two activities that ma/ce the special teacher*s 
work different from that of the child minder mho merely plays with the 
children and keeps them from any harm. 



5) BEHAVIOUR REC ORDS 

Examples are given in Chapter 15, pages 156/157. 



6) DAILY NOTES 

A short note ma/ be made for each pupil, recording any new behaviour, any 
progress, new interest, or anything out of the ordinary that takes place 
during the day. On most days, this need only take about 5 minutes writing 
for the whole class. 



Alternatively, the teacher may keep a notebook with small individual 'target 
charts', for each of the targets to which each pupil is working. The 
teacher can then mark with a tick or cross every time the child attempts 
the task, whether or not she succeeds. The teacher should decide how many 
times the task must be successfully completed, before the pupil is counted 
as ^knowing' it. For one sort of task the teacher may require 10 successes 
in a row, while for another task only 5 successful completions may be 
enough. The teacher will need to keep her notebook with her at all times, 
but marking it will only take up a few moments during the day. 

* Example of a defined task: Child correctly identifies a 10 rupee note, 
when a 1 rupee and a 10 rupee notes are presented and child is asked, 
"Show me the 10 rupee note'*. Task is completed when child succeeds ten 
times out of ten. 



* Example 2: Child does up one-inch buttons when asked, with only verbal 
or gestural prompt. Task completed when child succeeds five times out of 
five. When the child completes this task 5 times successfully in a row, the 
teacher may redefine the target as : Child does up one-inch buttons on 
request, unaided (without any prompting). 
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The teacher may prefer to use a number code for success, so that she 
can automatically redefine the target: 



0 = inappropriate response. 

1 ss incorrect response. 

2 s achieved with physical assistance. 

3 = achieved with verbal or gestural prompts. 

4 = achieved without help. 



E*g. Child washes and dries hands when told "Go and wash your hands". 
Initial target is 2 (achievcKi with physical assistance). Once this is achieved, 
the new target set is 3 (achieved with verbal or gestural prompts). 

U NOTES O N I.Q. J[ESIS 

a) W hat is l.Q. ? If a child can do successfully the (mental) tasks that 
an average child of e.g. 7 years can do, then she is said to have a 'mental 
age* of 7. intelligence Quotient (l.Q.) is the ratio of Mental Age divided by 
Real Age, multiplied by tOO. If a 6 year old child can do only the tasks 
that a normal 3 year old can do, his l.Q. is (3/6) x 100 = 50. 

b) What are l. Q. tests ? l.Q. tests cover a range of mental abilities 
including perceptual skills (as described in Chapter 10), arithmetic skills, 
short term memory skills, vocabulary and use of language. Some tests 
include drawing ability. Tests have been devised for different age groups, 
including adults. They have been designed and tested so that the average 
mark for any age group is known, and the person who achieves that mark 
is said to have an l.Q. of 100. Statistical methods are used to assign l.Q. 
values to scores in such a way that (for most tests) slightly more than 
two thirds of the population will have an l.Q. score between 85 and 115, 
the average being always 100. One sixth of the population will then have 
I.Q.s above 115 and one sixth below 85. (Some tests make these markers 
120 and 80). The l.Q. of a normal adult is based not on the concept of 
'mental age' (which becomes meaningless over the age of about 16), but 
entirely on the statistical understanding of test scores. 

c) When are LQ. tests useful ? When used correctly, l.Q. tests may show 
an individual child's mental abilities and weaknesses and may help in 
designing a teaching program. The observant teacher can find out the 
strengths and weaknesses herself, without l.Q. tests, by trying out the 
various activities in this Manual. Many children show their true abilities only 
when they arc relaxed and feeling happy in a familiar classroom. They may 
do less well under the stress of a test situation. 

Tests may be useful when a teacher needs independent evidence to show 
that a child has normal or near-normal intelligence, e.g. when a child with 
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severe physical, emotional or sensory disability wants to be enrolled in a 
normal school or college. Thes* children need specially adapted tests, 
wihich should be given by a well qualified tester who has a lot of experience 
of testing children with different disabilities. 

I.Q. tests may be used with normal people to test whether they are suitable 
for particular jobs, as part of a selection procedure* In some countries 
they are used to identify children who have special abilities and gifts. 

d) What I.Q. tests are NOT . The results of an I.Q. test are not 
something with which to 'label' a child for life. Children can learn skills 
related to the test items, and their score may improve. Maladjusted children 
may perform badly at a given time, but as they grow more stable 
emotionally, their results may improve very much. Some children dislike test 
situation!' and show much less than their true ability level. 

LQ. tests are not a suitable basis for a curriculum in the special school. 

I.Q. tests v^re not the best way to evaluate the mental ability of children 
who are developmentally below a 5 year old level (approximately). It is 
better to use a developmental chart such as the one shown in Appendix 1, 
observing the child over a period of several weeks. 

I.Q. tests may be unfair to some children. Each test is designed and 
standardised using a large number of children (or adults) from a particular 
cultural and social background, with similar educational and other 
experiences. Children from a different background with different experiences 
may be at a disadvantage and their score on such a test has no meaning. 

LQ. tests should never be used alone in deciding a child's educational 
future^ In countries which have developed systems of special education, 
there is an overlap in the I.Q. scores of pupils who are able to attend 
normal schools, and those in special schools for the mentally handicapped. 
Some pupils who attend normal schools have lower I.Q. scores than some of 
the children needing special education. There is a similar overlap between 
chidren attending schools for mildly and severely retarded pupils. 

Mental retardation should never be defined solely in terms of I.Q.. As 
stated in Chapter I, a mentally retarded person is *both less clever than a 
normal person, and he does not do the normal things expected by society*. 
If a person's I.Q. score is low, but he behaves as a normal person is 
expected to do, then he should not be regarded as 'mentally retarded'. 
However, the lower the person's LQ., the less likely it is that he will have 
learnt to do all the things that a normal person can do. 

Finally, no child's I.Q. score has any meaning unless the child's age is 
known accurately, and the LQ. test has been standardised with a group of 
children whose ages are all known accurately. 
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The charts in the next pages are intended as a toot to help the teacher:- 

(a) to assess each pupil's abilities; 

(b> to record the pupil's progress; 

(c) to decide what the pupil should learn next. 

To decide what to teach a mentally retarded pupiU the teacher must first 
assess the child's abilities , to find out what she already knows and can do. 
Only then is it possible to set realistic goals for what she should learn 
next, in most cases, the numbered lists of skills in these charts are in 
developmental order . This means that a child usually learns the eartier-'listed 
skills before she learns later skills. 

The teacher should (i) aim to fill any gaps in the child's progress on the 
chart; (ii) choose the next skill in numerical order. For example, the 
teacher observes and records that a child has learnt skills I, 2, 3, 4, 6, 7 
on one of the charts. The next teaching plan will be to fill in the gap (5) 
and then go on to 8, 9, 10. 

The Charts provide a way to check on the mentally retarded pupil's progress, 
which may go forward very slowly. Often the teacher will have to break down 
each skill into several steps, smaller than those recorded in these charts, to 
set goals that can be achieved within a few weeks. Multi-handicapped children 
in particular need to take many more steps to reach each goal. Examples of 
skills broken down into many steps may be found in developmental charts 
designed for young babies. 

T HE CURRICU LUM 

The total of all the skills, knowledge and experience that a school tries to 
teach and give to its pupils is known as the curriculum . The skills and 
abilities shown in these charts should form a large part of the curriculum 
for mentally retarded children. But there are some parts of the curriculum 
which are not easily listed in charts, e.g. those which show progress in self- 
expressive behaviour. 

Self-expression may include art and music, drama and mime, enjoyable 
activities in which some mentally retarded people may be highly talented. 
Taking part in sport is also enjoyed by most pupils and helps to integrate 
them with normal children of their own locality. Some pupils may have 
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surprisingly good sporting abilities. The pupils' growth of awareness about the 
world ,n which we live, about themselves and their environment, is not easily 

learn about everyday |,fe. how things are made, where our food comes from 
rn^ud°Jd Religious knowledge should also be 

The charts of vocational skills, especially for handicrafts, give only a few 

f '""".^"^ °^ '"^>' More charts can be added 

other skills are taught. 

^°ow that 'th"^""" k'm°"'°"" ^^^^'°P'"-t'- Charts of normal development 
5 Lf.t normal_|h.ld swings between times of being dependent on a lot 

fh ^"""'■^ge'^ent. with strong feelings which he expresses forcefully, 
and other times of seeming to be emotionally well balanced and able to 
control the way he shows his feelings. The teacher should, however note 
any emotional problems such as : "i^wever. note 

- Is he afraid of strangers ? 

- Does she have temper tantrums ? 

- Is he very dependent on encouragement from adults or does he 
like to play alone ? 

- Is her attention easily distracted ? 

fecial records will need to be kept when managing behaviour problems and 
emotional difficuties. (See. for example, p. 1 56/ 157). 



Pracedure 



A new set of charts should be started for each new pupil, by observing her 
during her first few weeks at school. Then her charts should be updatS 
regularly, as she begins to learn new skills. The teacher should place a t S 
against each skill only ^hen the pupil can sho. it correctly lithlut het 
^nev^ asfc«l Before this successful, unaided completion, a sm^l I m^rk ^ 
be made on the chart to show that the skill is a target. 

JnllJ" IT*- ^^^-"P'-' "^-i^g colours is 

Tf S 1 "^1" '""3"-g- -hart, but is broken down fnto six more 

chart on :S ■^I'Z' °? ^^-^'^P-"*'. Some skills from t^^ 

chart on Early social development' are repeated in the chart on 'Social 
relationships' because they are needed before any more advanced social iit 

sta" h ; . °^ permanence' is needed in the Tari, 

stages both of language development and of pre-counting skills. This conc^^ 
.s broken down into more detailed small steps in the'section on language 
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development. The pupil will not be able to go on to other pre-number skills 
until he has fully learnt these. 

♦* The teacher should keep a set of charts in the classroom *♦ 
« for each pupil, for reference, planning and updating. « 

These charts are In daily use at the Mental Health Centre. Pesi.««#ar. They 
have been changed and modified regularly as a result of experience with 
individual children and of reading the results of child development research. 

They are not a final statement about the skills that children need to learn 
or the order in which they will learn them. But they do provide a framework 
which can be further modified on the basis of teacher experience or future 
studies. 



Skills Charts Jit Curriculum Summary 

219 



p. 201 



APPENDIX ill 

S UMMARY OF SKILLS CHARTS 

Development of Movement 

1 . Ski I Is using large movements 

2» Skills using fine movements 

Commun ca t i on , Language and Speech 

3. Early social development and communication 

4. Early cognitive skills and object-play 

5. Language comprehension 

6. Use of language 

Skills for Daily Living 

7 . Eat i ng 

8. Washing, toilet etc. 

9. Dressing 

10. Social relationships 
I 1 . Out and about 

Formal Subjects 

12. Counting and numbers 

1 3 . Number related skills 

14. Perceptual and reading-related skills 

Pre~Vocat i o na 1 Skills 
I 5 . Cook i ng 

1 6 . Sewi ng 

17. Household tasks 
18- Carpentry 

1 9 , Garden i ng 

20. Hand i crafts 
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t qkH I 5; URING L ARGE MOVEME NTS ^ . 

1. Sits without support (for at least 5 minutes) 

2. Reaches out arms to touch objects 

3. Stands when holding onto support 

4. Pulls self upright 

5. Bends to look for object on floor 

6. Moves by crawling or shuffling 

7. Walks with both hands held (at least 5 steps) 

8. Walks with one hand held " " " " •■ 

9. Walks when pushing a large object (chair or cart) 

10. Walks alone (at least 5 steps) ^li' i' V i' \y 

11 Walks upstairs, putting 2 feet on each step, with hand .held. 

12. Carries large toy (such as doll or bear) while walking 

13- When standing, bends to pick up objects from floor 

14. Throws small ball without falling over 

15. Dances to music 

16. Jumps with both feet together 

57. Moves large objects (chairs, boxes) by pushing and pulling.. 

18. Kicks large ball without falling over 

19. Walks upstairs alone, holding rail 

20. Walks downstairs with hand held - 

21. Runs safely, bending knees, stopping and starting easily 

22. Pulls or pushes door open 

23. Clings on chair and stands on it - 

24. Arranges seating at table - moves chair, sits on chair 

pulls chair in to table... 

25. Catches bal 1 

26. Walks backwards 

27. Stands on one foot 

28. Rides toy tricycle or car ; 

29. Walks upstairs, one foot on each step without holding 

30. Stands on tiptoe li 'l i't ^ 

31. Walks downstairs, one foot on each step without holding 

32. Skips with rope 

33. Hops on one leg 

34- Climbs on climbing frame 

35. Hits bal I with bat 

36. Rides two wheeled bicycle 

(Notes should include any peculiarities of movement, fear of 
climbing or of contact with the floor) 



Skills Charts & Curriculum Summary 

.221 



p. 203 



APPENDIX 111 



2. SKILLS USING P IN R MOVEMETfTS 

I. Holds objects briefly (gripping with fingers and palm of hand. 
^. Able to grasp object held out by another person 

3. Moves objects from hand to hand * 

4. Picks up small objects between thumb and forefinger 

5. Puts down object 

6. Uses one finger to explore and poke at objects!!!!!]!.! 

7. Bangs toy with stick or hanmer 

8. Makes marks with penci I /crayon/chal k" (or wi th f i nger " i n sand) !~ 
y. t'uts one brick on top of another 

10. Scribbles up/down with crayon (penci i /cha I k ! ' f i nger i n sand) ! " 
M. Turns pages of book 

12. Takes lid off box !!!!!!!!!! 

13. Lines up two or more blocks, e.g. to make a • tra i n ' ! ! ! " ! 

14. Uses paint brush 

15. Builds tower of at least 6 bricks !!!!!!!!!! 

16. Tears newspaper to obtain piece 

17. Threads big beads on string (or str i ng ' thru "b ig ^holes " i n ' card) 
lo. Makes circular scribbles 

19. Unscrews lid of jar !!!!!!! 

20. Cuts with scissors ! !] 

21. Pours water from one cup into another !!!!!! ! 

22. Imitates drawing vertical and circular strokes!!!!! 

23. Puts lid on box 

24. Builds constructively with br i cks Tmakes "mode i "wi thdough/clay 
/t>. holds in half a square piece of paper 

26. Cuts out pictures roughly 

27. Cuts cloth with scissors 

28. Winds string into ball 

29. Puts nut on bolt and tightens !!!!!!!!!! 

30. Turns door knob/handle !!!!!!! 

31. Threads small beads (or laces through ' holes " in 'shoe) 

32. Piles cards neatly 

33. Turns key in keyhole 

34. Hammers nails into piece of wood ! 

35. Unties a loosely tied knot !..!!!!!! 

36. Sews a I i ne of stitches !!!!!!!!!! 

37. Ties a simple knot 

38. Copies drawing of circle, and 'X' shapes!!!!!!!!!!! 

39. Cuts out pictures neatly 

40. Draws man, house !!! 

41. Traces over shapes 

NOTE left or right hand preference if any, visual difficulties if any. 
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3. EARLY SOCIAL DEVELOPMENT AND CCmJNICATlON 
H Relating 

1. Responds to sight or voice of familiar adult 

2. Smiles/laughs to show pleasure 

3. Indicates rejection of thing/activities he does not like 

4. Uses methods for attracting attention (eg shouting, 

lifting hands to be picked up) 

5. Points with eyes to indicate objects that interest him.. 

6. Looks at things together with teacher 

7. Points with fingers to indicate objects 

8. Uses sounds to attract attention 

9. Has special sounds to attract attention (eg mumum, dada) 

10. Enjoys simple games which involve taking turns 

(e.g. clapping hands or hitting drum in turn) 

*♦ Attent ion 

1. Looks at person talking/playing 

2. Looks at moving object to which attention is directed 

3. Looks at toy to which his attention has been drawn, 

then looks back to teacher 

4. Watches face/hand movements of teacher during action songs... 

5. Looks at picture book with teacher 

6. Watches people who are having a conversation, 

looking fr m one to the other 

M imitation 

1. Copies simple actions, e.g. clapping hands, rubbing nose 

which he has already recently done himself 

2. Imitates action which he himself has not just done 

3. Imitates actions involving objects 

e.g. kissing doll, hitting drum 

4. Imitates playful sounds e.g. cough, snee2e 

5. Imitates babbling sounds (first made by self, unprompted) 

6. Imitates simple words 

** Listening: 

1. Responds by turning towards sounds e.g. bell 

2. Shows pleasure (or displeasure) on hearing music 

3. Quietens or looks round, on hearing a voice 

4. Responds to hearing own name 



Tick 
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« Vocalisation: 

1. Makes »ah' sound 

2. Makes vowel sounds including 'eeh' ][ " 

'oh* 

•ooh' /....]._ 

3. Makes sequences of vowel sounds 

4. Makes consonant sounds (k/g. b/p. m, d) 

5. Babbies freely repeating strings of sounds (e.g. bababa) I 

6. Babbies tunefully to self while playing, using a variety 

of stress and intonation patterns 

7. Joins in song tune (not necessarily with recognisable words) !l 

** Coimain i cat i on : 

1. Indicates as follows, using face/eye/body movements or sounds: 

Want .attent ion 

an object . * ~ 

an act ion * * * 

Rejection 

2. Uses gesture or word to indicate (describe) "~ 

Want ... .attent ion 

object 

action 

Greet i ngs we I comi ng 

....departing 

Comments 



4. EA RLY C0(;n1TIVE SKILLS AND PLAY WITH OBJECTS 

K Explores objects by touch/bang ing/shaking/taking to mouth 

2. Knocks two objects together 

3. Puts one object on top of another '...[[ 

4. Shows awareness of different use of objects during play. 

eg taking cup to mouth, putting comb to head etc 

5. Puts small toys in and out of containers 

Object permanence: 

1. Removes small cloth that is put over toy which he is using... 

2. Looks under cup which he watched being placed 

_ , , over a favorite small toy 

S. Looks for toy he has watched rolling away from him 

4. Deliberately drops toys and watches them fall [ 

5. Looks for object that has rolled or fallen out of sigl^t.!.! " 

6. Knows where an object/toy is kept and looks for it there... ' 
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« Imaginative pi ay: 

1. Pretends to eat imaginary food 

be asleep 

wash 

2. Gives imaginary food to teacher or to another child.... 

3. Plays with doll, feeding 

putt ing to sleep 

washing 

combing hair 

4. Pretends to eat food from picture 

5. Kisses picture of baby 

6. Plays long imaginative games with doll or toy animals . 

7. Uses toys/objects to represent something else 

e.g. a box as a toy car, flowers as food, etc. 



5. LANGUAGE COMPREHENSION 

1. Follows simple instruction in clearly defined context 
accompanied by gesture 



2. Understands instruction words in particular context 
without any gesture 



3. Identifies people/objects named (in particular context) 

e.g. shew me your shoe, where 's your nose, whereas Rosie ? 



4. Understands words in several contexts 
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5. Understands more than 10 object names in several contexts... 

6. Understands action words 



7. Shows ability to match colour 

8. Understands colour words in several contexts 



9. Understands question words 



to. Demonstrates, by sorting and ordering, size concept.. 

11. Understands size words in several contexts 

12. Demonstrates in role play understanding of words that 

describe moods (e.g. happy, sad, angry) 



. Understands place and time words (e.g. in, on, behind, in 
front, with, beside, to, from, before after) ' 



14. Understands order involving 2 steps, (e.g. close the 
window and switch on the fan) 

15. Understands whether an event being described took place in 
past or is happening now, i.e. understands difference in 
meaning between past and present forms of action words 

16. Understands i nstruct i ons i nvo I v i ng 3 steps (e.g. fetch a 
jug from the kitchen, fill, and water the plants) 

17. Understands difference batween a request and an order 
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18. Understands whether event being discussed is happening now 
or wi I I happen in future, i.e. understands difference in 
meaning between present and future forms of action words ... 

19. Understands difference between a 'promise* and 'maybe' or 
"1*11 try" to do something 

20. Understands 'passive' forms, i.e. can distinguish who 
did the action in e.g. "the girl hits the boy" and 

"the girl was hit by the boy" 

21. Understands conditional instructions e.g. "Walk, if weather 
is dry, but take taxi if raining". "If there are tomatoes 

in the shop bring some. If not, bring garlic" 



6. USE OF LANGUAGE 

I. Uses words imitativeiy 



2. Uses words spontaneously 



3. Uses words of each of the following kinds : 
a) names of people 



b) Names of object 



c) social words 



Skills Charts A Curr iculum Sumnary p. 209 




d) action words 



A PPENDIX 111 



e) describing words 



4. Can join in simple 'conversation' with teacher about 

things around him 

5. Talks with other children 



6. 



Puts two words together in the following 


ways 


a) 


actor + action (eq Daddy come) 


+ 




+ 


+ 


b) 


action + object (eg eat cake) 


+ 




+ 


+ 


c) 


social word + name (eg bye-bye Auntie) 


+ 




+ 


+ 


d) 


describing word + person/object/action 


(eg good Mumny, 




big book, run fast) 


+ 




+ 


+ 


e) 


actor+object (eg Arif (throw) ball) 


+ 




+ 


+ 


f ) 


owner+object owned (eg Bani shoe) 


+ 




+ 


+ 


g) 


person/object+place (eg book (on) table) + 




+ 


+ 
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h) action+place (eg go bathroom) ^+ 

^+ + 

j) refusal+object (eg no school) + 

+ + 

k) quest ion+objecl/act ion (eg where pencil) + 

+ + 



7. Uses place and time words (in, on, under, behind, 
beside, with, to, from, before, after) 



8- Tries to describe remenibe red events (eg that took place 
earlier in the day, yesterday, or during holidays 

9. Uses question words (eg what, where, which, when, who, 
how much, why) 



10. Puts three words together: + + 

+ + 

+ + 

11- Correctly forms plural of words (eg books, spoons, men) 



1 2 . Expresses possess i on correct I y (eg Ahmed ' s shoe ) 
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13. Uses correct present tense form of action words 

14. Uses correct form of describing iiK>rds 

15. Uses correct degree of politeness in addressing people. 

16. Uses * someone', 'something*, 'somewhere* 

17. Uses 'nothing', 'no-one', 'nowhere' 

18. Uses continuous form of action words (eg running, going).. 

19. Makes up simple stories 

20. Attempts to express past form of action words 

21. Asks permission with appropriate degree of *poi i teness 

22. Uses correct form of past tense 

23. Describes remembered past events in detail 

24. Attempts to describe action planned/hoped for the future.. 

25. Asks questions to get information in order to plan 

actions (eg can ask directions to get to a place) 

26. Describes feeling unprompted (eg says if unwel I /t i red) 

27. Uses correct form of words to express future actions 

28. Uses words like 'only', 'also', 'because' 

29. Expresses necessity: "I must " 

30. Uses correct forms of sentence to express '*if, perhaps"... 



7. EATING 

1. Shows by making movements/sounds that he recognises food.. 

2. Opens mouth for food 

3. Sucks food but cannot yet chew 

4. Holds biscuit and takes to mouth 

5. Drinks from cup held by adult 

6. Bites biscuits etc 

7. Holds cup together with parent 

8. Chews hard food (biscuit, toast, apple) 

9. Drinks from cup unaided using two hands to hold cup 

10. Feeds self using fingers 

11. Takes spoon filled with food to mouth with help 

12. Feeds self with spoon unaided 

13. Drinks from cup using one hand 

14. Peels banana or unwraps sweet 

15. Picks up food in socially accepted way 

(using piece of chappat i or fork) 

16. Drinks from breakable glass safely 

17. Pours water from jug into cup without help 

18. Behaves acceptably when sitting at a meal with others 

19. Spreads butter or jam on toast using knife 
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20. Cuts fruit with knife 

21. Gets self a drink from tap, water cooler etc. unaided 

22. Eats meais unaided 

23. Serves self appropriate amount of food 

24. Reels orange without difficulty 

25. Eats mango without mess 



8. WASHING, TOILET, ETC. 



1. Uses pot sometimes if placed on it regularly 

2. Indicates when wet or dirty 

3. Indicates when needs to use pot/toilet 

4. Has only occasional toi let •accidents* 

5. Squats or seats self on ordinary lavatory 

6. Blows/wipes nose when told to do so 

7. Uses toilet, needing help only to clean self afterwards.... 

8. Washes hands and dries them with supervision 

9. Does everything necessary in toilet without help 

10. Blows/wipes nose when necessary - unprompted 

11. Washes hands well, using soap, rinsing and drying hands.... 

12. Controls or deals appropriately with dribble 

13. Washes face adequately unaided 

14. Brushes/combs hair when to!H to do so 

15. Tidies hair unaided using comb and mirror 

16. Washes feet adequately 

17. Takes bath unaided 

18. Cleans teeth in locally acceptable way 

19. Washes hair 

20. Cleans and cuts fingernails 

21. Older boy shaves self or goes to barber alone, when needed. 

22. Girl arranges hair unaided 

23. Older girl deals with feminine hygiene unaided 

24. Older girl puts on make-up appropriately 

25. Uses public toilets or similar facilities competently 



9. DRESSING 



1. Does not resist being dressed 

2. Holds out arms and legs when being dressed. 

3 . Pu I I s off shoes 

4. Takes off hat 
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5. Puts on hat 

6. Takes off socks 

7. Pulls up shalwar/underpants/trousers 

8. Puts on sleeve I ess waistcoat 

9. Puts arms Into sleeves of loose shirt, jacket or coat 

10. Takes off clothes with no fasteners or if helped 

wi th fasteners. . . 
IK Puts on shalwar/underpants/trousers unaided 

except for fastener 

12. Puts on open fronted uppergarment (coat, sweater, shirt), 

except for buttons/fastening 

13. Puts on upper garment that is pulled over head (sweater, 

kameez), unaided. . . . 

14. Puts on socks 

15. Puts on shoes if helped with fasteners 

and shown which shoe for each foot 

16. Opens zip 

17. Closes zip 

18. Undoes buttons 

19. Fastens buttons 

20. " poppers 

21. " hooks •y.y.y.y.. ^ 

22. Recognises difference between front and back of clothes 

23. Recognises whether clothes are inside out or right way 

24. Unties laces 

25. Ties laces 

26. Recognises difference between left and right shoe 

27. Dresses and undresses without any help 

28. Puts dirty clothes in appropriate place 

29. Chooses appropriate clothes for weather/occasion 

30. Cleans shoes 

31. Washes clothes 

32. Irons clothes 

33. Does simple repairs to clothes, e.g. sews on buttons ' 

34. Chooses own clothes and shoes to buy 



1 g_.__SOCIAL RELATIONSHI PS 

1. Smiles in response to adult attention 

2. Recognises familiar adults, but is shy with strangers 

3. Plays alongside other children 

4. Cooperates when adult gives simple instruction 

(e.g. "no", "give me") accompanied by gesture. 
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5. Plays cooperatively miih other children 

6. Takes part in activities involving taking turns 

7. Is affectionate to younger children 

8. Shares sweets or other treats with friend<s) 

9. Responds to sadness in other child by showing concern 

10. Behaves as needed towards authority figure (e.g. policeman). 

11. Is polite to strangers, but c^'uious when needed 

12. Behaves in polite and respectful way towards 

people of opposite sex 

13. Behaves appropriately with guests 

14. Behaves appropriately to unfamiliar members of 

extended family... 

15. Entertains guests as needed, if alone when they arrive 

16. Copes sensibly if teased (without getting into fight 

or tears) 

17. Copes with minor responsibilities at 

weddings, funerals or other family functions 

18. Takes responsibility for home duties such as 

checking doors are locked, lights switched off at night 



1.1 .-_pyL AN^. ABOUT 

1. Plays with other children outside home 

2. Behaves reliably if taken shopping 

3. Runs errands alone to nearby shops if given 

written note for shopkeeper 

4. Remembers messages for shopkeeper 

5. Walks safely down road 

6. Crosses street safely y- ••• 

7. Travels alone by public transport on a short, familiar trip. 

8. Buys 5elf drink from stall 

9. Is aware of dangers of becoming involved 

in fights or political demonstrations 

10. is aware of dangers of becoming involved in i I I ega I / immora I 

activities and knows how to turn down requests to do so 

11. Asks directions to find a place not previously visited 

12. Buys self meal 

13. Finds way around own town by public transport 

14. Rides bicycle safely on streets 

15. Knows what to do in emergency (e.g. fire, injury, burglary). 

16. Attends social functions unsupervised, without problems 
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12. COUNTING ANn Nlt«ERS 



y' L!? ! " '^^'"S finds it. 

M^t^hes one of a set of objects to each of another 3et'(e:g."~ 

When there is exact correspondence of numbers 
- when there are some left over 

3. Matches together pa i rs of ident i ca I objects. . . . . . '. '. ' .' ' ." ' " ' " 

pictures """" 

4. Matches together pairs of things tha^grtogether 

(e.g. finds the right lids for each of several boxes).. 

5. i>orts objects into 2 sets by kind 

shape 

colour 

, size " 

o. Sorts objects into 3 sets by kind 

shape 

colour . 

7. Classifies pictures or objects by'a'coninon' function — 
8 P?.^:/'k r °^ *'-^"«P'"-t/food or of clothes/animals). 

8. Places objects in order according to size.. 

height 

o To.1 I u- L . thickness 

whli't^e'diff "^'^^ objects' — 
when the difference between them is: at least 4 objects 

at least 2 objects 

IQ Pi>^o„ J • . only I object 

0. Places cards in order of number of objects pictured .. 

11. Counts up to 10 objects 

12. Reads written symbols for "numbers "up " to" 10 

3. Adds numbers, total less than 10 (using counie^s) :.":." ! ~ 

14. Records numbers up to 10 symbolically 

by drawing a circle for each object. 
5. Subtracts numbers less than 10 (using counters)::;.": — 

16. Counts to 20 

17. Reads written symbols up to 20 

18. Adds numbers totalling less than"2o"(using"counters) 

19. Subtracts numbers less than 20 (using counters^ — 

wM;ten°f n"""*.:""*"' °' "P *° '00. °n reading"""" — 

written figu.e. putting complete lOs of beans in matchboxes 

21. Records numbers up to 100 symbolically matchboxes. 

drawing squares for 10s and circles for units 
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22. Knows names, and writes figures, of numbers up to 100 

23. Does written addition up to 100 (us.ng counters ^^^^^.^^^^^ _ 

24 Does written subtraction up to 100 . ^ • n 

(using counters and containers^ 

25 Multiplies by 2.5.10 using pegboard and P«9^- •• -y ' j If 

26. Does any multiplication sum that fits on pegboard with pegs 

27. Does division using pegboard and pegs 

28 Knows meaning of halves and q"^""*'"- i:' ' ^ 

29 Does addition and subtraction on paper without counters 

30. Multiplies by 2.5.10 without pegboard 



13^ . NUMBER. RELATEP. SKJ LLS 
** Measurements and distance 

1. Measures class room objects against one another <«;9- 

table is _ pencil lengths, book is _ crayon lengths)... 

2 Measures coninon objects using ruler or tape measure _ 

3". Knows meaning of coaK«nly used measurement units 

inches/feet or cm. /metres^ — „ 

4. Has some understanding of distance, knowing approxin«te I y 

how long it takes to walk/cycle/r ide one mi le/ki lometre. . . .. 

5. Has some idea of comparative distances and how 't 

takes to reach nearby towns/villages/places of interest..... 

*♦ Money 

1. Knows value of coins and notes 

2. Adds money (whole numbers of rupees) 

3 Gives change (whole numbers of rupees).... • • • • • • 

4. Makes reasonable estimate of costs of different goods e.g^ 

knows how much money to give when buying cup tea or how 
much to take when going to buy shoes • 

5. Adds and subtracts money using paisas (small change; 



•* Time 



1. Knows whether it is morning, afternoon or night. 

and what activities take place at these times _— 

4. Tel is hours on clock 

5. Tells time to quarter and half hours 
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6. Tells time in minutes 

7. Sets clock to given time 

8. Tells on clock when 5 or 10 minutes'have passed 

n. Knows own age 

12. Uses calendar to f ind^^ui'daiei 'day and monih." .' .' ! 
3. Knows what the time will be after 2 hours 

14. Knows what time was 2 hours ago 

15. Makes estimate of passage of time (eg "ha If "an "h^ur^ "agoi .* ! ! ] .* 



I4._ PERCEPJUAL AND _REApiNG RELAIED SKI_LLS 
** Hand eye coordin^-t ion 

1- Can draw line between two lines drawn by teacher - 

on blackboard, or large card 5 an (2") apart 

l'/2 cm (1/2 inch) apart., 
in exercise book " " " " n 

- " " 4 mm (3/8" apart) [...[ 




2. Can draw over simple patterns 



in exercise book 




/ ^^^^ 



2. 

3. 
4. 

5. 



« Picture/shape recognition and matching 

«- Recognises pictures of familiar objects 

^frL^;r'^ '1!^^* recognising where" to put pieces" 

from the, r shape (not just using trial and error) 
Does Jigsaw puzzles c.ur^ 

Does straight sided P"2z I es made f ;om' cut ' up photoq^aohs ' " 
of coo^n objects (e.g. face. body, animals )'^ 
Matches clear pictures of familiar objects .... 
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6. Matches shapes (coloured on cards) 

7. Matches cut-out wooden shapes to shapes drawn on card ... 

8. Matches shapes coloured on card to those drawn with 

thick lines but not coloured 

9. Matches shapes drawn on card with thin line (pen or penci 

10. Matches pictures noticing small difference of detail 

11. Explains small differences of detail 

12. Copies matchstick patterns 

13. Traces ever shapes 

14. Copies (draws) shapes 



« Colour recognition 

1. Sorts objects by colour (two colours) 

2. Sorts objects by colour (4 colours) . 

3. Names 1 colour correctly 

4. 2 colours " 

5. 4 " " 

6. " 8 " " 



♦* Patterns/Sequencing Completion 

1. Continues patterns of alternating different 

coloured pegs in pegboard e.g. red. blue, red, blue 

2. Continues more complicated p-^' bern of pegs 

3. Continues pattern drawn on paper 

4. Completes unfinished drawing of picture 

5. Copies a sequence of pictures or shapes 

6. Tells story with main events in correct order 

7. Places sequence of pictures in correct order to tell story.. 

8. Puts pictures in correct order to show an activity froni 

ordinary life (e.g. making a meal . building a house, 

a tree growing).... 

« Left/Right Discrimination 

1. imitates actions using left or right hand/arm/ i eg . 

when standing behind demonstrator 

2. Uses correct hand to shake hands» eat. etc 

3. Knows which is own right (and left) hand 

4. Knows which is own right (and left) foot, eye, ear etc 

5. Imitates actions using left/right arm leg 

when facing demonstrator 
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6. Knows which is other person's right side , 

7. Knows whether something is on •my* right (left) or 

•your' right (left).... 

8. Turns right or left on command without hesitation 

9. Understands and follows street directions involving 

turning right or left 



♦* Sound perception 

1. identifies familiar sounds when recorded on tape 

2. Identifies which of a set of hidden 

familiar musical instruments makes a sound. 

3. Copies a simple rhythm by clapping 

4. Copies a more complicated rhythm 

5. Names words which begin with certain sounds ] 



♦* Memory 

(For items 1-8, show objects/pictures to pupil for 10 seconds, 
then hide/turn over, and pupil is required to do the task) 

1. Copies from memory, drawing of basic shape 

2. Copies from memory, matchstick shape 

3. Identifies picture on 2 cards that have been turned over.. 

4. 5 <i « II . II ' ' 

5. " " " 8 " " »» " II 

6. Names 3 objects on tray after it has been taken away 

7. Names 5 " " " '» n h n m 

8 . Names 8 " " " " »> *• m h 

9. Remembers some words of simple poem/chi Idren's rhyme 

10. Remembers complete poem/rhyme 

♦* Reading 

1. Recognises own written name 

2. Recognises written names of 3 other classfellows ][, 

3. Reads numbers 1-10 

4. Recognises 3 words 



5. Recognises 6 words 
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6. Recognises 20 words 

7. Begins reading book 



M Writing 

1. Writes own name over dots 

2. Copies own name 

3. Writes own name unaided 

4. Writes numbers J^ver dots 

5. Copies numbers 

6. Writes numbers unaided 

7. Begins to write words from reading book 

15, COOKING 

1. Spreads jam on bread 

2. Mixes cold drink 

3. She I Is peas 

4. Makes banana sandwich 

5. Cuts tomatoes 

6. Cuts carrots or apples 

7. Cuts onions 

8. Makes tomato and onion salad unaided 

9. Peels and cleans various fruit 

10. Makes fruit salad unaided 

11. Cleans rice and lentils 

12. Identifies different vegetables and pulses 

and knows how they are prepared 

13. Places pot on heater 

14. Makes tea (except for lighting gas/heater) 

15. Fries tomatoes and onions 

16. Makes peas pulao • 

17. Cuts power supply when food is ready or if problem arise — 

19. Makes omelette 

20. Makes custard 

21 . Cooks lenti is 

22. Fries brea*^ 
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22. Lights match safely 

23 Lights gas ring safely 

24. Prepa res and cooks minced meat 

23. Prepares and cooks liver 

24. Makes curry 

22. Makes cutlet/kebab 

23. Lights kerosine stove (or any other heater used at home) 



16 SEWING 

1. Sews on card with prepared holes using very big needle 

2. Sews simple running stitch using large needle, 

following line drawn on cloth 

3. Sews simple running stitch neatly, using normal size needle. 

4. Sews on buttons 

5. Sews on beads 

6. Sews on sequins 

7. Sews applique 

8. Threads large needle 

9. Sews a seam 

10. Sews a hem 

M. Does simple embroidery stitches 

12. Threads normal needle 

13. Sews buttonhole 

14. Stitches simple seam using sewing machine 



.1?^ HOUSEHOLD TASKS 



!. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 

10. 
II. 
12 
13. 



I ean . 



cups and plates. 



Wipes table cl 
Sweeps floor , 
Washes unbreakable 

Dusts furniture 

Washes floor with water and cloth or mop 

Makes up bed / tidies away sleeping area. 

CI eans cooking pans 

Wi pes cooker after use 

Prepares area for meals (setting table or arranging 
eating area on floor, putting out plates and utensi 

Dusts ornaments safely 

Cleans windows 

Washes light clothes 

Hangs up washing to dry 
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14. Folds clothes neatly and puts them away 

15. Washes heavier clothes, toiwels 

16. mashes breakable dishes 

!7. Irons simple objects (handkerchief or scarf) 

18. Does more difficult ironing 



18, CARPENTRY 

1. Hammers in big-headed nail already partly nailed into i 

2. Hanroers big-headed nails into soft moo6 

3. Rubs with sandpaper 

4. Rubs wood smooth with sandpaper 

5. Makes cuts with saw 

6. Cuts through small ( 1" square) piece of soft wood with 

7. Haimiers ordinary nails into wood 

8. Fixes a piece of cloth to wood by nailing 

9. Removes nail sticking out from piece of wood 

10. Glues two pieces of wood together 

11. Saws ordinary wood along a line 

12. Makes a simple wooden toy e.g. a table or car 

13. Measures wood before cuttinhg 

14. Makes a simple wooden box 

15. Cuts plywood with hacksaw 



19_._ GARDENING 

1. Waters flowers in outdoor flower bed 

2. Waters flowers in flower-pot without spilling water 

3. Plants seeds 

4. Digs with trowel to prepare flower bed 

5. Removes weeds (telling grass/weeds from plants)... 

6. Takes care not to trample other plants while working 

7. Flattens soil around plants • 

8- Ties plant to stick for support ^ 

9. Does heavy digging with fork or spade 

10. Transfers plant from pot to flower bed 

11. Cuts grass with sickle 

12. Knows names and recognises different functions of tools 

13. Cleans and puts away tools after use - 

14. Informs teacher if tool needs oiling or repair 

15. Oils tools and does simple repairs as needed 
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20 HANDIC RAFTS 

» Work with Wool 

Table mats (using wooden frame with nails) 

1. Weaves wool around nails, following given pattern 

2. Weaves wool around nails, starting wihtout help . //^ 

3. Completes table mat, sewing cross stitch 

— Knitting 

1. Knits a plain stitch 

2. Knits a row of plain stitches 

3. Knits a row of plain stitches without mistake 

4. Knits several rows in plain stitching // [ 

5. Notices and asks help if stitch has been dropped or made 

6. Picks up a dropped stitch 

7. 'Casts on * 

8. 'Casts off * yy^y. ...//.[.[ .[[ 

9. Knits a square in plain stitches 

10. Knits *purl* stitches * 

11. Knits alternate plain and purl stitches [// 

12. Knits alternating rows of plain and purl stitches ! 



*» Work with Paper and Card 

1. Cuts paper neatly along line 

2. Folds paper neatly along line 

3. Glues paper neatly 

4. Makes paper bag 

5. Makes paper envelope 

6. Cuts and folds light cardboard neatly along li 

7. Makes cardboard box 

8. Makes decorated hand fan 



*»F lower making 

1. Cuts, folds and glues paper neatly 

2. Makes simple paper flowers 

3. Cuts cloth neatly 

4. Makes simple cloth flowers 

5. Loops and twists wire 

6. Makes 'glass* flowers 
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7. Attaches paper/cloth to wire 

8. Makes paper or cloth flowers reinforced with wire 



M Using Molds 

— Plaster of Paris 

1. Fills mold with plaster of Paris mixture 

2. Mixes plaster of Paris to correct thickness 

3. Paints/decorates model 

4- Removes mold carefully 

5. Knows when model is ready to be removed from mold 

— Wax Cand I es us i ng mo I d 

6. Places wick correctly 

7. Removes candle from mold 

8. Safely handles pot of hot wax — 

9. Pours hot wax safely 

10. Heats wax safely* and knows when it is ready .... 
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CSEMETICS AMD HEREDITY 



Our bodies, like the bodies of all living creatures, are made up of millions 
of very small ceZ/s of different kinds. They all grow from a first cell 
that is formed by the joining of special cells from the parents. A cell is 
much too small to be seen by the human eye. ft can be seen through a 
special microscope. 

In every cell there Is some small, thread-like material called 'chromosomes'. 
Chromosomes contain the 'plan* for each person - from the colour of her 
eyes and shape of her nose to the way all the different parts of her body 
work. 

Normally, people have 46 chromosomes in each cell. Of these 46. 23 come 
from the father and 23 from the mother, to make up the chromosomes of 
the first cell. These are all copied and go into each new cell as it is 
formed by a previous cell doubling itself. 

In sorre conditions, the person has an extra chromosome in each cell. The 
most common condition of this sort is Down's syndrome (mongolism). The 
extra chromosome results in the typical physical features as well as mental 
retardation in Down's syndrome. Some conditions are caused by only an 
extra part of a chromosome, or by a missing piece. 

Small sections of chromononit?** ctre called 'gt^nas*. Sometimes a gene is 
copied incorrectly. If the copy is not exact, the individual will be different 
from his parents. Sometimes the incorrect copying of a gene results in 
forming an abnormal gene that causes mental retardation. 

When mental retardation is caused by an abnormal gene, there may be other 
abnormal features, such as too many fingers or not enough toes, or being 
unusually short or tall, or having unusual amount of hair on the body. 

Some abnormal genes cause mental retardation whenever they are present. 
Others cause mental retardation only if the same abnormal gene is inherited 
from both parents, in this case the parents will not know that they have 
this abnormal gene, since they themselves have no ill effects from it. 

When the two parents are not related by family, there is only a small 
chance that they will both have the same abnormal gene. But if the parents 
are cousins, the chance is much higher. Genes are passed on equally by 
both parents. Genetically the relationship is equally close between children 
of two brothers, two sisters or a brother and sister. 
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An example: 

P«crson in whom an abnormal 
gene arises (undetected) 
for no known reason. 

Children are all normal but 
some have inherited the ab- 
normal gene (still undetec- 
ted). All their marriages 
are made with people who 
have no abnormal genes. 

(^andchitdren are all 
norma K but some have 
abnormal genes. Two of 
these (cousins) marry. 

Some of their children have 
no abnormal genes, some 
have only one (and so are 
normal) but some have two 
and are born with disability. 



^ Lr 



(f 9 ^ ^ 9 



KEY 



<^MaU and ^ FeiiaU : 
^Malo and ^ Peaale : 
|^*Mal« and ^ Female : 



with nociial qenes 

with single abnormal gene 

with two identical abnormal 
genes, causing d isabil ity 



marriage 
"I ^ ' children 



There are some conditions where the abnormal gene causes a disability only 
in boys. In these cases there will often be several disabled boys and men in 
the extended family. 

Genetic abnormalities happen when copying of chromosomes from parents is 
not exact. We do not know why some people are affected and not others. 
Radiation and certain chemicals increase the risk. Once an abnormal gene is 
present, it will be passed to half the children, on average. 

Extra chromosomes arise when the cell divides incorrectly, 45 chromosomes 
going into one cell and 47 into the other. This may occur in the first cell 
division, or the extra chromosome may have come in the special cell from 
either parent. If a person has an extra chromosome or other chromosome 
abnormality it will be passed to half his or her children, on average. 



Genetics A Heredity 



p. 221 



245 



APPENDIX V 



CEREBRAL RALSY 



Cerebral Palsy (CP.) is a physically disabling condition that arises from 
damage to a part of the brain which contro s movement and balance. 

Th«re are several different types of CP.. It can affect different parts 
of the body, depending on the location and extent of brain damage. 
Cerebral palsy affects people in varying degrees, from mild to severe. Many 
people with CP. have average or above-average intelligence, but some are 
mentally retarded. Some have problems with vision, with hearing or with 
epilepsy. If the mouth muscles are affected, the person with CP. may find 
it hard to eat and speak. Some people with CP., who have normal sight and 
intelligence, have parccptual problems, i.e. find it hard to recognise pictures 
or shapes, or to teil 'up' arkJ 'down' or 'left* and 'right'. 

The degree of CP. varies from very slight (the person moves almost 
normally but is a little clumsy) through to very severe (the person cannot 
control his movements or posture, being unable to walk, talk or use hands). 

1) TYPES OF CEREBRAL PALSY 

a) Spastic CP. The person with spastic CP. has a stiff body with tight 
muscles. The stiffness is increased by atten^ts to move, 
or by excitement, fear or anxiety. Muscles in the human body are arranged 
in pairs, and each pair of muscles works in partnership. The spastic person 
has some muscles that work too hard, not allowing the partner muscles to 
balance and correct them. (Those muscles work too hard because they 
receive a wrong message from the brain : so surgical operations on the 
muscles do not help). 

The spastic person needs to learn how to lie, sit. stand etc.. in positions 
that help to limit the plasticity , and to allow the muscles to work in a 
more normal, balanced way. If possible, a physiotherapist should be 
consulted about this. 

Spastic cerebral palsy may be further divided into Hemipfegia, Diplegia, 
Quadriplegia, Monoplegia. 

Hemiplegia: one side of the body is affected. People with Hemiplegic 
spasticity can usually walk. A physiotherapist will recommend arm and leg 
exercises. Sometimes a hemiplegic child does not put the foot of her 
affected side on the ground properly, so she walks on her toes. This is a 
result of a problem affecting the whole leg: not just the foot and the 
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ankle. Exercises should be done to correct this, especially ♦•^cse for 
stretching hip or knee. A raised 
shoe should not be given - that 
would make toe walking worse - 
but removing the heel may help. 
(Children with one leg shorter 
than the other, e.g. as a result 
of polio, will be helped by raised 
shoes.) Wearing a plastic splint 
helps some children. 

Sometimes an older child (more 
than 12 years) may benefit from 
an operation. A small child should 
not have one as exercises should correct the condition and an operation 
would have to be repeated as the child grows older. 

People with spastic hemiplegia often find that their affected side copies a 
movement made by the normal side. If they kick with their good leg, the 
other leg Jerks and they fall over. If they open their good hand they may 
drop something held in their affected hand. Sometimes the sense of touch 
is less in the affected side. Spastic hemiplegic people should be encouraged 
from an early age to use the affected hand, or to do activities needing 
both hands» as the affected side will develop more problems if not used. 
Many hemiplegic children are of normal intelligence and should be able to 
attend normal school if care is taken to assist with their mobility. 

Diplegia: The whole body is affected, legs more so than arms. People with 
mild diplegia tend to walk on tiptoe. Those with severe diplegia hold their 
legs stiffly, straight at the knees and crossing at the ankles. A 
physiotherapist may advise caliper, plastic splints or plaster-cast support. 
A standing frame may help the child to learn to stand, as well as helping 
to stop deformities. Walking frames may help in learning to walk. From an 
early age, a child with diplegia should be put to lie over a cylinder roll 
(e.g. thin mattresses rolled up, or cylinder of heavy sponge rubber), which 
will stretch his hips and enable him to use his hands (See page 235). 

Quadripfcgia: The whole body is affected, often the arms more severely 
than legs. Many people with quadriplegia have severe speech problems. (A 
neurologist may diagnose double or bilateral hemiplegia - for practical 
purposes it is the same as quadriplegia). 

Monoplegia means only one limb affected, and paraplegia means both legs 
affected but nothing else affected - these are rare in cerebral palsy. 
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b) Athetoid CJ^. The person with athetold CP. makes strange purposeless 
movements without her control. When the child tries to 
move, or even to solve a problem by mental effort, his whole body moves. 
Any excitement increases these movements. He may become still only when 
asleep. If an athetoid person tries to use her hands, her head may turn, 
her face twists, mouth opens, arms stretch out* legs kick and body 
wriggles. The athetoki person's affected muscles are sometimes stiff and 
sometimes loose and floppy. Most athetoid persons are affected in all body 
parts, including face and tongue. Some are affected only in hands and feet, 
others may have one skie affected (hemiplegic). Mildly athetoid people are 
clumsy and awkward in moving and may have a speech problem; severely 
affected people cannot walk, apeak or use their hands. 

People with athetoid CP. are often of normal intelligence. Sometimes 
severely athetoid people are very intelligent* capable of university education 
if they have some means of communication. Many athetoid people are partly 
deaf, usually a type of deafness affecting *high frequency' sounds so that 
they hear some sounds but not others. They can normally hear vowel 
sounds, but not consonants such as 's', 't', "k*, *kh', 'g'- Special hearing akls 
may help, if available. For some, typing on a keyboard is cosier to learn 
than writing by hand. Some athetcki persons have better control of feet 
than hands, and may learn to write, type, paint etc, with their feet. 

Though they may have normal intelligence, severely athetoid chiklren are 
often found in schools for mentally retarded children because their physical 
dependence makes it hard for them to function in the normal school without 
an attendant. lYm special teacher who has an intelligent athetoid child in 
her class must use her imagination to exercise that pupil's mind to the full 
extent. A physiotherapist may advise on exercises to help the child learn to 
control his movements. 

Through their own intelligence and determination, children with athetoid CP. 
often find their own ways of overcoming problems. They should, of course, 
be encouraged to do so. 

c> Ataxic CP. Balance is Dor, tegs may tremble and arms move clumsily, 
often misjudging the distance of an object to be picked 
up, over- or under- reaching. Some people with ataxic CP. have eye 
problems, especially control of eye movements. Unlike the athetokJ child, the 
ataxic chiM can stay still when he is not trying to do anything. 

d) Flaccid CP. Children with flaccid CP. start with soft weak muscles. 

Flaccid children usually become spastic, athetoid or ataxic 
by school age, but conditions other than CP. may result in flaccidity, and 
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require similar treatment. It is important to encourage the flaccid child or 
infant to uae» or become aware of » her hands. If she does not move them 
herself^ move them for her, brush her hands against different objects so 
that she experiences different feelings of touch. Place her in different 
positions, sometimes sitting, sometimes lying over a roll. 

Some children have a combination of different types of CP. - for 
example, a chiid may be ataxic with some spasticity. 



2) PHYSICAL DEVELOPMENT 

If possible a physiotherapist should be consulted regularly about each child 
with CP. Treatment sessions alone are less effective than continuous 
corr^t handling^ positioning and ways of moving the chiid. To ensure this, 
there must be good links between physiotherapist, school and home. (Families 
may sometimes pay heavily for 'Electro-therapy' or 'shocks', which are no 
use to children with CP., and may even be harmful). There are two main 
elements in the physical treatment of the CP. child: 

a) Developmental training. 

b) Stopping or removing deformities. 

a) Developmental training. This means enabling the child to follow a 

sequence of development as near normal as 
possible. The child will be taught to foiSow the normal patterns of motor 
(movcunent) development, perhaps with some changes, and should learn the 
necessary movements and control of body position. For example a child who 
does not move about on the floor must first learn to do so before she will 
learn to walk. She may start by crawling or shuffling on her bottom. Many 
chiiden find rolling easiest, and then go on to crawling or shuffling. (Not 
ail normal children crawl; some physiotherapists think crawling is an 
essential stage, but most do not.) 

A normal child develops control of his head before his back; then his hips 
and lastly his legs. A child must learn control of his head movements 
before trying to iearn to walk. Head control is also needed to develop 
speech, feeding, eye-hand coordination, use of hands. The normal baby 
learns to use his arms before his legs. A child with cerebral palsy who 
cannot walk may start to progress in walking if the teacher works on 
teaching him to reach with his arms (reaching out for toys, pulling a hat 
off another child's head etc.), to push (pushing things he does not want 
away from him) and to pull (pulling on the teacher's hand, or pulling himself 
up to standing). 
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Severely athetoid children kick their legs rapidly up and down if held in a 
standing position. It is not a walking movemeiit. A similar reflex action is 
made by normal babies under 6 weeks old. The athetoid child first has to 
learn to control his legs enough to keep them still in a standing position^ 
and then to bear some weight, before he learns to move them again in a 
true walking movement. 



Standing and weight- 
bearing with feet 
and legs in a good 
position is helpful 
for most children 
with CP. A standing 
frame will hold 
children in the 
correct position, 
and enable them 
to experience what 
a correct standing 
position feels like. 




Adaptation of the frame will be made for each child. A child with good 
back control may not need the chest support. Some children may need a 
block to stop their feet coming too far forward. For some children, a 
piece of strong cloth is enough support at the knc^s, while others need a 
larger more rigid support (a padded block of wood with cut-outs for the 
knees or stiff foam rubber). The child may work at a table at chest height 
while standing in the frame, if the child has not got full head control, she 
should stand only for a few minutes, and be encouraged to keep her head 
up during this time. 

b) Control of deformities. Many children who have CP., especially spastic 

CP., will have developed some deformity by the 
time they reach school age, unless they have already had physiotherapy. The 
tight spastic muscle pulls the joint into an abnormal position. Then the 
other muscle, unable to balance its tight partner, becomes weaker until the 
Joint is fixed in an abnormal position. When there are deformities, 
treatment may include massage, heat or ice, special exercises, plaster 
casts. Sometimes an operation may help if the child is older (over 12 
years) and if other ways to remove the deformity have been tried but did 
not work. Most deformities can be prevented by exercises and correct 
positioning from an early age. The child should be taught to stand or lie in 
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correctly balanced positions, regularly changing position (or being moved if 
she cannot move herself). 

Some of the commonest deformities are "flexion contractures" (tightening) 
of the hips or knees or shortening of the tendon at the back of the heel. 
To stop these, especially in spastic children, the child should be encouraged 
from as early an age as possible to lie and play on his front, perhaps over 
a roll or on a wedge (see page 235). He should also use whatever support 
he needs to stand with feet flat on the ground. 

♦* An eye specialist should check CP. children who have vision problems. 
Spectacles or other treatment may be required. Children with C.P. who have 
hearing problems should be examined by an E.N.T. specialist. Those with 
speech or eating difficulties will benefit from the attention of a speech 
therapist. 



3) SITTING 

If a pupil with C.P. can sit in a normal chair at an ordinary table, she 
should do so. The chair should be at the correct height so that she can 
sit with her feet flat on the floor. To avoid muscle spasms, the table 
shoMid be at waist level or a little higher for spastic and ataxic children, 
and a little lower for athetoid children. To help the C.P. child to sit at the 
same table with other pupils, a large wooder. box of the correct height may 
be placed under her feet, rather than seating her in a separate lower chair 
or table. 

From time to time the child should be given work that involves sitting or 
lying on the floor or standing up, in order to change position. A low stool, 
or piece of foam about 4" (10cm) high, on which the child sits with her 
legs strai^t out in front of her, may be easier for the child than sitting 
on the floor. This stops the child sitting in a "W" ihape: the "W*' shouW be 
discouraged where possible, as it tends to 
produce spasticity and deformities. If a 
child has a corner chair without legs, it 
may be held up on bricks to give some height. 

If a child cannot sit in a normal chair, a 
special chair may help. Many different type 
of chairs can be made to meet the needs of 
individual children: 
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The 'Corner Chair ' 
is suitable for 
children who are 
unable to use an 
ordinary chair as 
they do not have 
enough control of 
their backs. The 
child with poor 
neck control can 
also use a corner 
chair. If the back 
of the chair comes 
up high. (For the 
child iMho has good 
neck control, the 
corner chair can 
have a lower back 

^ ^^i^^^fi^'i^^*"* ^^"""^ ^^'^'"9 "P-> ^o^^^ chair can 

be made without legs, for sitting on the floor, and can then also be fixS 
onto a normal chair, but for some children it is best to make it with legs. 

Some children (and adults) find it hard to bend at the hips or the legs. ■ 
I^u f ^'f'^'y <=hairs because of this problem should be 

i fli n ,f .^ ^"^ ^'9ht should allow both feet to be flat 

on^the floor. It is not suitable for children ^o are able to sit in other 




The Ladder back C bajr' or 'Peto' chair is specially designed to be used for 
sevpl purposes. The child may push his arms through the slots at t^^ 

JrstaiS'in^ " ^ ^'--'^ -"ing 

use the chair as 
a walking aid by 
pushing it in 
front of him. 

A cut out table 
may be useful 
for a pupil's 
work place if 
she cannot sit 
securely at an 
ordinary table. 



p. 234 




252 



Cerebral Palsy 



APPENDIX V 



The child who cannot sit in an ordinary chair should not be left in a 
special chair for more than 30 minutes at a time. He should sometimes be 
placed on a wedge, or over a roll shaped cushion, where he will be able to 
use his hands and see what he 
is doing. This also suits the 
child who cannot yet sit at 
all. Athetoid children make 
less unintended movements 
in this position. The child 
should also sometimes work 
in a standing position, in 
a standing frame placed by 
a table. 

A few children are so severely spastic that they cannot sit in any of 
these chairs because their body arches backwards. Such a child needs to 
"break the pattern* of the spasticity, by being bent forward: the problem is 
that pushing their back or shoulders only increases the child's backward 
push. Lying in a hammock is a suitable position, or on one side on the 
floor, or bent over a barrel, large piece of foam or other large curved 
surface where he can reach down and use his hands. 




The hemiplegi c child has no problem about sitting, but care should be taken 
that he sits in such a way as to encourage him to use his affected hand. 
When not in use, the hand should rest on the table. 



4) SPECIAL NEEDS 

Special needs of a person with cerebral palsy are to have: 

(a) some means of moving about; 

(b) independence in feeding, washing and toilet; 

(c) a means of communication, whether speech, gesture, 

writing, typing or symbol language. 



(a) Movement 

This is the field of the physiotherapist. If available, she will advise a 
special program for each child. 

If a child cannot walk he should be encouraged to move along the ground 
by rolling, crawling or shuffling on the bottom, whichever is easier for him. 
Physiotherapists say that "Bunny hopping," where the child crouches and 
bounces forward making small jumps or sliding both feet together, shouM be 
avoided because it encourages deformities and prevents the child from 
learning to move one leg after the other. He should instead be encouraged 
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to crawl or shuffle on his bottom. At the same time he can start learning 
to stand upright, use a balance board (below) to practise balancing. When 
he can stand upright he can start learning to watte - pushing a walkina 
frame or chair if necessary. 





The child who cannot easily move himself 
about may be able to do so on a trolley, 
enabling him to explore and thus to keep 
up his interest in moving about. 



(lii) 




A child who cannot hold his head up needs a shoulder support as in (i) but 
it is not needed by other children. 

Some children need to be secured by a belt (ii). Shoulder supports and leg 
separators should either be made of foam rubber or else be well padded to 
prevent discomfort to the child. Castors or wheels should be fitted so that 
the child can move in any direction. 

Item (iii) is suitable for children who can sit and whose legs are weak but 
not spastic - in order to exercise the legs; or for a child who can lie 
across it when starting to crawl. 

Before walking the child will learn to stand (the athetoid to stand still) 
The child jnay also benefit by work with a balance board, which can be 

tilted from side to side. At 
first he should sit on it while 
the teacher tilts it. Then he 
may stand, with his hands held 
by the teacher, then he stands 
alone while the teacher rocks 
it. He may also then work at 
rocking the board himself by 
shifting his balance. 
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The child i»ho begins to walk may begin by N*ling the teacher's hands. He 
may then go on to holding a stici while the teacher also holds it. 



He may push a chair 
as a walker if no 
specially designed 
walker is available. 





The child who can walk but is poorly coordinated may be helped to control 
her movements by practising walking along a line painted across the 
floor or by stepping on 'footmarks' painted there. 



CD CD 



Children (especially with athetoid CP.) find it helpful to have full 
instructions and to be shown a movement before they do it. If they can 
speak, they may recite the directions every time they do the movement, 
until it is very familiar. Example: 

Standing up (from sitting): "Put your feet on the ground. 

Bring your nose over your toes. 
Lift your bottom; and Stand Up !" 

It may also help to count aloud the number of actions, or count while 
doing an action slowly, e.g counting slowly: "One, Two, Three, Four, Five" 
while lifting hands above the head. 

(b) Skills for personal independe nce 
# Feeding 

As with all activities with CP. children, it is important to take plenty of 
time in feeding. NEVER HURRY ! 
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Children with physical disabilities, especially those with CP., a!iould always 
sit upright to take food and to drink. The back and neck should be 
straight or bent forward at the shoulders. If the child lies down. It is 
hard«- for her to swallow, and she risks choking. As well as making it 
harder to eat. there is a danger of food getting into the lungs and causing 
infections. Support the child from the back and shoulders, but not by 
putting a hand on the back of the head - that would cause the child to 
push his head back even more. 

Children with CP. may find it hard to control their mouth movements, and 
to chew and swallow. They may need help to learn to control their lip and 
tongue and jaw movements. Try to encourage the child to take food off 
the spoon by moving her lips: do not scrape the food off against the lips. 

When a child is being fed. food should be brought to the child's mouth from 
the front, so she can easily watch it coming, not from the side or from 
above (which would make her tilt her head back). 

NEVER tilt back a child's head to pour a drink into his mouth. He will not 
be able to control his swallowing. He may drink more easily if his head is a 
•ttle forward. If necessary, a piece should be cut from a plastic cup 
leaving room for the nose, so that he can drink with his head slightly 
torward. Some children can give themselves a drink if they have a cup with 
two handles. Athetoid children may manage a large straw - a piece of 
plastic tubing, 3/8" or I cm across, is suitable. 

Chewing is a good exercise to improve mouth control, but some children 
need help to know how to chew. To teach the child, place food (e.g. a 
piece of bread) between the teeth at the side of the mouth, support the 
jaw with a finger under the chin to gently press upwards on the jaw with 
another f.nger on the jaw joint. The teacher should not move the child's 

^ pretends to be chewing herself, it may help 
the child to copy the movements. 



thumb over 
Jaw joint 

index finger 
under lip 
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middle finger 
placed firmly 
under chin* 
(Gently and 
firmly pushing 
the chin up is 
the most 
important part 
of jaw control.) 
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index finger 
over jaw joint 



thumb between 
chin and lower lip 
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Do not give chewing gum: if it gets in the child's windpipe, she may choke. 

Some children have an uncontrolled biting reflex when an/thing is brought 
into the mouth. This should improve if the child learns to chew. If possible, 
use a wooden or horn spoon in feeding such children: metal may cause pain 
and damage the teeth; plastic may break when bitten hard. Take only a 
little food on the spoon at a time, and put it to the side of the tongue or 
the front of the mouth, whichever is easier. If the head and neck are 
correctly positioned, the bite reflex should be easier to control, but it may 
be necessary to hold the child's chin, using Jaw control as above. 

Other children have a strong movement of the tongue pushing food out. 
Holding the child's Jaw may help control this, as when teaching a child to 
chew. When the tongue starts to come forward, place the spoon on the 
front of the tongue and gently push downwards and backward into the 
mouth. It may also help to signal to the child when the problem occurs. The 
teacher or person feeding him may talk or sing steadily while he is eating - 
but whenever his tongue pushes food out the talking or singing stops for 
half a minute. This sort of signal helps some children to learn to control 
the movement. It is important that the child learns to control it as soon 
as possible, otherwise it will get worse as he gets older. A child with this 
problem should not be given drinks from a bottle, or from a cup with a 
spout, as sucking will make the problem worse. 

A bite reflex, or pushing with the tongue, may be helped by a program to 
make the mouth less sensitive to touch. Start by stroking the outside of 
the cheeks firmly but gently, moving towards the lips. Stroke down from the 
side of the nose to the mouth. When touch on the outskie no longer brings 
a reflex response from the child, put a finger in the mouth and rub the 
gum. Run a finger along the gum. If the child's problem is pKishing the 
tongue out, "play" with it, and encourage the child to put his own fingers in 
his mouth. (But if there is a bite reflex this should not be done, as fingers 
or tongue may get bitten). 

If a pupil's mouth is very floppy, try rubbing ice around it. This will tighten 
it up for a few minutes, while she eats or does speech exercises. 

If the child dribbles a lot, the problem is in swallowing, not lip control. 
Telling the child to swallow will not usually help. Press a finger firmly on 
the top lip to help stimulate swallowing. Do this throughout the day, as 
necessary. 

If a cerebral palsied child is used to taking only liquid foods, she should 
get used to solids little by little. First she may try soft foods, then 
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alightly harder or lumpier foods. Some children with CP. - usually athetoids 
r prefer to eat pieces of dry, crunchy food. Some children take food from 
the spoon more easily if it comes tip first. Others, especially those with 
tightly spastic mouths, need the spoon to approach from the side. 

When a child with CP. starts to feed himself, position is again very 
important. He should sit upright, securely, so that he is not afraid of 
failing. His feet 
should be flat on 



A HIGH CHAIR 



Try one or 
more straps/ 
to see what 
works best. 





the floor. If needed, 
he may be strapped 
into the chair, but 
should be released 
straight after the 
meal. Some children 
find it easier if 
there is a bar fixed 
to the table, which 
they can hold with 
one hand nrhile eating 
with the other. 

The child may be helped if the plate is on a surface that is not slippery, 
or in a holder to prevent slipping, it helps some children if a pad Is placed 
round the handle of the spoon making it easier to grip. 

Teaching a disabled child to feed herself is likely to be messy, especially 
with CP. children. However with practice the chiW will improve, ar^ the 
mess wilt be less. Being allowed to make a mess with her food may actually 
be a useful developmental stage. Exercises to help chewing, swallowing and 
"""y <*°'« «t times other than mealtimes, when the 

child IS not hungry and can attend to movements rather than food. 

Teeth should be cleaned after every meal, with a small, soft brush, and 
regular visits should be made to a dentist. People with CP. usually are not 
able to move their tongues and lips against their teeth and gums in the way 
other people do, cleaning and massaging their teeth and gums. So they are 
in more danger of tooth and gum infections. 

* Dressing 

Most children with CP. can learn to dress themselves. 

The child with CP. needs to be in a secure position where she is not 
afraid to fall when moving to put on clothes. Some children will need to 
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learn to dress themselves when lying on the f loor^ but most can learn to 
dress while sitting on a chair at a low table, next to another solid chair 
or the wall for support. 

To put on upper clothes, it may be easier if the child sits at a table with 
the clothes on the table* the bottom edge nearest the child, the neck 
furthest away. To put on tower clothes, the child has to stand to pull the 
garment up, so she may need another chair, or a bar on the wall to pull 
herself up. 

The child with one side more affected should use the affected hand to hold 
clothes and for support, while using the stronger hand for more difficult 
work. Clothes should be put on the more affected side first. Then the more 
capable limb has the harder task of fitting itself In. 

Shoes should be comfortable and easily fitting, even if the child does not 
yet walk. 

Some children with cerebral palsy have little idea of how their body fits 
together. They may have special difficulty in putting on their clothes. To 
increase awareness, the teacher or other person concerned should talk 
about the parts of the body while they do movement exercises, physical 
education exercises and while they are massaged. Washed and being dressed. 
Copying a teacher's movements while watching himself in a mirror is another 
activity that will help develop the child's awareness of his body. All the 
types of physical activity described in Chapter 14 will also help. 

* Toilet 

A person with CP. wilt feel much more independent if he can handle his own 
toilet needs, in privacy tike anyone else. 

Many people with CP. need only a fixed bar to hold on to, and something 
to grip to pull themselves up and down. (A heavy chair placed in front of 
the toilet may serve this purpose). 

He may need a supporting seat over the toilet, to sit securely. If he 
normally uses a corner chair, make one with a hole in it for toilet use. If 
he is small and normally uses a pot, the pot may be put in a box or frame 
for stability. 

Trousers/shalwar may have elastic instead of zip or buttons, so that he 
can take them up and down easily by himself. 
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Many children with CP. are constipated (a long time between each occasion 
when they pass solid in the toilet). They may find it hard to push with 
their stomach wuscles. Their diet should be changed, giving more vegetables, 
fruit and brown flour. It may help if they squat, or sit on a low toilet 
seat, with their knees well bent to make pushing easier. Firm massage of 
the stomach should help. Also exercises for the stomach muscles: lying on 
the back bending each leg in turn then stretching the leg up as high as it 
will go. 

A boy who is severely disabled and cannot get to the toilet may use a 
plastic bottle for passing urine. His brother or another man should show 
him how to use it. 

(c) Communicatio n 

(See Chapters 5-9 on speech, language and communication>. 

The child with CP. should learn some means of communication as well as 
speech, so that she does not get frustrated by the slower progress she 
may make towards speech. A picture/symbol language may be very helpful. 
Gestures can be used if hand movements are controlled. This may also 
encourage hand movements, if the child does not otherwise use her hands. 

Speech uses the same muscles as eating, together with those for breathing. 
Eating correctly is one of the best exercises in preparing for speech: it 
exercises the tongue, lips and jaw. Blowing and tongue exercises are 
described in Chapter 8). 

When a pupil is learning to speak, she may take a long time to pronounce 
each word. Encourage, her to try. Do not correct her too often or she will 
be unhappy. It may be easier for the child if she uses her picture/symbol 
cards as an aid to her speech, to help others understand what she says. 
Some people find mouth control harder if their head is tilted upwards - the 
teacher should sit or squat down at the same level as the pupil so that 
conversation can take place without turning the head upwards. 

Ice can reduce spasticity for a few seconds,- a pupil can be helped by 
licking a piece of ice (or ice lolly) before speaking. Some people find it 
very hard to speak at the same time as using their hands. Pupils with this 
problem should practise clasping their hands or reaching out, at the same 
time as talking. It may help if they breathe deeply at the same time as 
large arm movements, before talking or doing speech exercises. 

Encourage the pupil to make sounds. Praise and reward her if she joins in 
singing. The smaller child may make more sounds during certain activities. 

Cerebral Palsy 
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or maybe in the toilet. Be sure to reward this by paying attention and 
making sounds in turn. 

Writing and typing: many cerebral palsied people, especially those who are 
athetoid, find it easier to learn to type than to write by hand. Some 
cannot manage an ordinary typewriter, but can use an electric one. Many 
expensive gadgets have been invented to help sevc^rely disabled people to 
communicate. In due course, with more development and mass production, 
some of these gadgets may be sold at a much lower cost. 

Some children who can learn to write by hand, find it harder to write on 
lined paper. Spastic children often break pencil points. They may write more 
easily on an adjustable desk where the paper inclines up or down. 



Studies in Western countries show that more than half the people with CP. 
are of normal (or above normal) intelligence. Yet it may easily happen that 
such a person's intelligence is under-estimated. When someone cannot move 
and cannot speak and has few chances to learn about his environment, it is 
not easy to assess his potential ability. 

The teacher should always look out for signs of interest and ability in her 
CP. pupils, as indeed in all her pupils. As stated before, athetoids are 
usually of normal or above normal intelligence, but they are often deaf 
(able to hear loud noises or deep sounds but unable to recognise the words 
of speech). This adds to their problems and makes other people more likely 
to under-estimate their intelligence. 

6) PERCEPTU AL PRO BLEMS 

Many people with spastic and ataxic CP. have perceptual problem. (Those 
wrho are athetoid do not usually have them). The difficulties with 
perception may be so severe that the person bumps into objects and cannot 
recognise the openings in clothes when trying to get dressed. They are 
hetpcKi by exercises such as shape sorting, jigsaws, building wth bricks and 
the exercises given in Chapter 10 on reading and writing. (But some of 
these exercises will be very hard. Tracing may be "the most spastic-making 
exercise possible".) 

Those with perceptual problems often have difficulty through being easily 
distracted from their work. When doing a task that requires their full 
attention, it may help if they sit in a corner of the classroom facing away 
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from any distraction. However, they should normally sit amongst the other 
pupils in order not to become 'different*. 

Some children with cerebral palsy have 'visual field defects*. This means 
they have a large Ijlind spot' area where they do not see unless they move 
their eyes. To find out if this is so, place four bricks on the table in 
front of the child, so that one brick is at each of the four corners of 
the area the chiW sees. Ask her to pick them up. Does she miss one ? If 
so, practise this sort of activity until she learns the habit of moving her 
eyes to see everything in front of her. 



7) GENERAL TEACHING POINTS 

Draw a pupil's attention to those parts of his body that do not work 
properly, through games involving naming different parts or moving them. 
Play games such as this: blindfold the chiW, then touch different parts of 
his body and he has to say where he was touched - with something cold or 
hot, dry or wet. Without this experience, the pupil's ideas of his own body 
may be false, especially if he does not have much feeling in some parts. 
This is very true of hemiplegic children, who may ignore their affected arm 
until it becomes more and more useless, even stunting its growth. 

The pupil should be encouraged to do things for herself, but if she is 
unsuccessful do not let her become discouraged. It may be easier for her 
to work at a table where the equipment she is using is placed on a surface 
that will not let it slip; or if it is stuck to the table with sticking plaster, 
or if the table has a rim around it. 

Children like to play ball and it helps coordination and perception. Athetoid 
and ataxic pupils shouki find a heavier ball easier to handle. Hemiplegic 
children should find a larger bail easier, and this encourages use of both 
hands. Spastic children will do best with a smaller ball. Spastic CP. 
children may find it hard to let go of the ball. It may help to say aloud 
what to do: "Let the ball go - NOW". 

A child with severe CP. in a mixed class with other pupils may draw 
undesirable attention from visitors to the school. Some visitors find it hard 
to resist the impulse to give the CP. child some money or to express pity. 
If this often happens, it is best if the child sits somewhere in the 
classroom where she does not easily come to the visitors' attention. 
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EQUIRMEIMT 



The purpose of equipment, in the special school, is to aid and assist the 
pupils in learning. 

Equipment is needed (a) that will help pupils to learn certain skills, and 
(b) that will be g«uierally stimulating, e.g. encouraging a child to think or to 
talk, or Just to get enjoyably interested and imaginatively occupied. 

The teacher should decide what she wants the children to learn (each week 
or month), and then find, make, borrow or buy equipment that will help the 
children to learn what has been decidad, taking into account their interests 
and needs. That is the correct priority: Learning target, then equipment. 
She should not fall into the habit of thinking we have this equipment, 

so that is what the children must do". 

Throughout the book, there has been reference to the sort of materials 
needed to teach different skills, whicl;>' can be found in each relevant 
section. Most equipment needed for these skills is not expensive. It is easily 
available or can be made by the teacher or by a bazaar carpenter. (It is 
useful if a teacher can learn to use woodwork tools, and make more of the 
equipment^' jn^school.) ^ 

Finance for school equipment should take into account the need for a 
constant supply of card, coloured paF>er, gum, marker pens, crayons etc., 
to make learning aids. Teachers and school management should both 
understand that mentally retarded pupils are heavy users of equipment, and 
most items will have a short life. A regular budget will be needed for 
making or buying equipment. (Equipment that is kept locked up and is 
brought out only to impress visitors is, in effect, useless.) 

Equipment should be as attractive as possible. For many purposes it is 
better to have a variety of inexpensive items rather than a few expensive 
ones. For other purposes, safety and strong construction are more 
important. 

Materials for developing motor control, for example, need to be strongly 
made as they will be handled heavily. Threading frames need to be secure, 
so that there are no sharp points. Scissors for normal classroom use 
should usually have round blunt edges. If only^ pointed scissors are 
available, they may have their ends broken off and filed down smoo-thly. 
Beads to teach threading skills should be made of strong glass, plastic or 
wood that will not splinter and cut when broken. 
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Safety must be a factor in toys such as dolls. They should have no pins. 
Their eyes must be sewn rather than pinned, as the children may pull them 
out. Cheap toy cars often have dangerous sharp edges - it is better to 
have a smaller number of better quality. 

Tricycles are better value if well made; cheap ones soon fall apart. 
Playground apparatus must be strongly made, for safety. 

Material such as inset boards, whether made in school or in the bazar, 
should be made carefully so that pieces fit easily and correctly. For 
example, if a shape posting box has a square hole, but the square piece 
only fits into it if held in one out of four possible ways, the pupil will 
become frustrated and will not learn that a square piece fits into the 
square hole. 




♦ Care and maintenance: the teacher is responsible for keeping her 
equipment in good condition. However, equipment is meant to be used by the 
children. Mentally handicapped children will not learn anything just from 
watching the teacher showing the use of equipment; the children must use it 
themselves, which means that they may spoil it, break it, lose pieces, etc. 
The teacher should however do her best to repair, repaint, find missing 
pieces, check children when they go home to see what they are taking, and 
request parents' cooperation in returning material taken home. 

♦ The teacher should be ready to use 'ordinary* objects and 
even 'junk' in teaching. 

Everyday things. Often it is good to use the sort of everyday household 
things that the child sees and handles at home. When teaching the child to 
compare sizes, sometimes use ordinary cooking pots, rather than wooden 
blocks or plastic objects which are not used in real life. Fruit and 
vegetables can be bought, children can learn to recognise by touch or by 
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taste or smell when- blindfolded. They can be cut up to make 'jigsaw 
puzzles*, size compared, colour described, counted etc. Collections of leaves, 
flowers, pebbles, can be made, children can talk about them, make pictures 
with them, compare colour, size, texture, smell. 

Good use can be made of empty shampoo bottles^ boxes and cartons. A 
doll's house can be made from a large cardboard carton or wooden packing 
case. Safety Note: plastic bags are dangerous if a child pulls one over his 
head, and foam rubber or polystyrene packing materials are dangerous if 
eaten - they should be covered with cloth before being used in a class with 
any pupils who are likely to eat them. 

The teacher should also regard classroom space as 'equipment'. There should 
be things on the wall to look at and to touch, and 'mobiles' hung by strong 
thread or wire from the ceiling. These things should be attractively 
displayed to catch the child's attention. They shoud be changed regularly, 
after 2 or 3 weeks. The pupils should themselves make as much as possible 
of the material on the walls of their classroom. 



A great deal of the basic equipment needed to provide learning experiences 
foi- mentally handicapped children is available in every town, or can easily 
be made locally. 




Some of the necessary equipment includes: 

Paper, cardboard, glue, brushes, scissors (blunt ended; or if only sharp 
scissors are available, they can have the points broken off and filed down 
smooth), coloured pencils, crayons, marker pens, staplers* non-toxic paints 
to be used by children doing art work, and by teachers making other 
equipment. 

Pieces of cloth, wool, various needles, different sized buttons, small beads 
etc. for sewing. 

Clothes for dressing up games, old shirts to protect clothes during painting 
or other messy activities. 
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Cooking implements, pots, pans, plastic plates and mugs. 

Oddments of wood, hammers, nails, smalt saws, vice or clamp; some 
gardening tools, materials for craft work. 

Weighing scales, measuring tapes and rulers, wallclock. 

Jigsaws and other puzzles; beads and string for threading, marbles. 

Flour and salt to make dough for modelling by younger children. (One kilo 
of salt to two kilos of flour prevents the dough going mouldy. Water should 
be added to reach the right consistency.) Clay is more suitable for older 
children. 

Picture books, pictures cut from magazines, exercise books. 

Wooden blocks, piastre blocks (both large and small) and other construction 

toys. 

Bean bags, sand bags, ninepins. Cricket bat, tennis or badminton set, 
skipping ropes. 

Dolls and soft toys of various sizes (not fixed with pins). 
Toy cars, trains, animals, soldiers. 

Balls of various sizes - footballs, plastic balls, tennis balls. 

Large bowls of sand and water (to be used in a place where mess can be 
made and cleared without too much trouble.) Different size and shape 
plastic containers, tin cans without sharp edges, small pieces of hosepipe, 
plastic tubing and beakers for water experiments. 

Musical instruments - tamborines, mouth organ, drum etc. (including tabia 
and harmonium if a teacher can play then)). Improvised instruments may also 
be used such as degchee (cooking pot) and spoon to bang on it; beans to 
shake in a plastic container; piece of twangy wire nailed onto a wooden 
base, with movable bridge etc. 

Tape recorder for music and speech work, with music cassettes and blank 
cassettes. 
Bicycles, tricycles. 
Large and small mirrors. 

* Equipment to make: 

The teacher should have plenty of paper and card to make games and 
puzzles. These will last longer if stuck onto pieces of plywood or other 
strong material. Plastic lamination is also available now in some towns, 
which will ^preserve card games. 
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Other equipment, such as outdoor climbing frames, swings* wall bars etc. 
may be made by local craftsmen or by technical college students, by a 
teacher in his spare time, or even by older pupils under his supervision. 
Inset boards and Jigsaw pu22les may also be obtained in these ways* 

As noted above, care must be taken so that pieces fit easily, whenever the 
correct piece is put into the right hole. 

Equipment should be attractive and fun to use. it should be kept clean and 
repaired and repainted as necessary. 

ideas for equipment may be found in catalogues from overseas 
manufacturers. Something similar ^n be made locally. 



seesaws, paddling pool, rope ladders. For safety, all these items ahouW be 
made strong enough to take adult weight and heavy use. The size, height 
etc. should be adjusted for the age of the pupils and their varying 
movement skills. 



Equipment from overseas 

If a reasonable amount <e.g. S500 or more) of foreign currency is 
available, a variety of attractive, durable materials may be selected from 
catalogues produced by the suppliers of educationaJ equ^jment. Addresses of 
some British suppliers of a good range of equipment: 

E.J. Arnold & Son Ltd. Butter ly St. Leeds LSIO 1AX 

Four To Ei^t. Medway House. St. Mary's Mills. Evelyn Drive. 

Leicester LE3 2BT 
James Gait & Co Ltd. Brookfield Rd. Cheadle. Cheshire SK8 2PN 
Learning Development Aids. Park Works. Norwich Road. Wisbech. 

Cambs. PE13 2AX 

Other ad^esses and information about equipment avaijablity may be obtained 
from the Commercial Section of the Embassies of Western nations. British 
Council Libraries also stock some catalogues. Some Emb^assies may consider 
a request for a donation of equipment to a well-run school for handicapped 
children, it is the sort of non-political activity in which the wives of 
diplomats may get involved. 

If comparatively smaller sums are available, e.g. with people making a short 
visit overseas, the following items are usrful to bring: 
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1) plastic construction sets e.g. LEGO, which is a multipurpose aid to 
learning. Children learn about colour, shape, size, and use their 
imagination in designing and building. There are some cheaper, locally 
made imitations, but often they do not fit together well, and they break 
more easily. At least one large Lego set per class is useful. Younger 
children, and those with weak skills of handling objects, should also use 
the larger size DUPLO bricks. 

2) Thick (easily held) non-toxic crayons. 

3) Brightly coloured, non-toxic powder or poster paints. 

4) Special scissoi-s with a 
spring handle that makes them 
easier to learn to use, and 
easier for physically disabled 
pupils. 

5) Clear adhesive "Fablon" which can be stuck over card and board games 
to make them last for years instead of days. (This may be available 
also m some cities of Pakistan, and there are also some plastic 
lamination machines now). 

6) Mats made of non-slip materials e.g. 'Dycem'. for children with cerebral 
palsy, to place under their work or under their plate at meal-times to 
keep It steady. Suction pads may also be used for this. Special handles 
may be available that can be fixed to tools or implements (pencils, 
spoons etc.) to make them easier to grip. These things can be obtained 
from special suppliers of equipment for disabled people or from the 
Spastic Society, 12 Park Crescent. London WIN 4EA, UK. 

In Pakistan, equipment imported for the rehabilitation of disabled or 
mentally retarded persons, by a registered charitable institution, is exempt 
from customs duty and .sales tax according to SRO 332(l)/78 dated 28-3- 
1978 and amended on 6-1-1979. Many countries have a similar exemption. 

Unfortunately, much of the equipment used with mentally retarded children 
looks like 'toys'. 'Toys* usually have a high import duty rating. So it is 
useful to pr^are some documents beforehand, to prove the existence and 
charitable nature of the special school. Customs officers will also want a 
detailed list of any equipment that is being imported. They usually require a 
witten undertaking that the equipment will not be sold or used for <,ny 
other purpose than the education of handicapped children. 
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USEFUL READIIMG 



There are several thousand books in print on various aspects of mental 
handicap and special fsducation. Several hundred more are published every 
year, and other go out of print. Some are very theoretical or medically 
oriented, or concerned with social conditions in Western economic contexts. 
The books listed below have a practical emphasis that can be applied in any 
special school. These books may be ordered through bookshops or direct 
from the publishers, subject to foreign exchange rules. In cities served by 
a British Council Library it is possible to request tha^ some of these books 
be obtained by the library for loan. 

Many of the books are available in both hardback and papert>ack. 
Paperbacks would cost in the range Rs.150 to Rs.70C each <I990). The 
¥^ole set of books, making a very valuable reference library, would cost 
less than Rs.20,000. 

It is to be hoped that many more books will soon be produced by special 
teachers and their colleagues writing in their own countries and cultural 
contexts, replacing all the books on this list. 

The first three books are an introduction to how children develop: 

Children's D evel opmental Progress: From Birth to Five Years . Mary 
Sheridan. 1975 74pp NFER-Nelson. 

Spontaneous Play in Early Chil dhood Mary Sheridan 1977 87pp NFER- 
Nelson. 

Sheridan's books give detailed descriptions of early child development, with 
many line drawings. 

Child Development: a First Course Sylva and Lunt. 1982 26lpp 
Blackwell. ' 

A clearly written account of the major theories of child development. 

The following four books give a general introduction to methods of helping 
chil<k^en and older people with mental handicap to learn. 

I he Next Ste p On The Ladder G.Simon 1986 (4th Edn) 144pp BIMH. 
Very helpful for the teacher of more severely or profoundly handicapped 
children, with sections on non-verbal communication, feeding, dressing etc. 
Many drawings. 
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Helping Your Handicapped Baby C.Cunningham, P.SIoper 1978 335pp 
Souvenir Press. 

This gives methods of teaching and detailed teaching programs for young 
mentally handicapped children. Has a very detailed checklist (birth to 
mental age 2 years) 

Starting Off C.Kiernan, R.Jordan, C.Saunders 1978 335pp Souvenir 
Press. 

Methods of teaching and teaching programs for children with a low 
developmental age. Gives details of alternative communication systems. 

Getting Through To Your Handicapped Child E.Newson T.Hipgrave 1982 
134pp C.U.P. 

Gives a clear explanation of teaching methods, things to do and handling 
problems. 

The followirtg books give information about some important aspects of 
teaching children/people with menial handicap, written in non-technical 
language. 

Let Me Pla>; D.Jeffrey, R. McConkey 1976 252pp Souvenir Press. 

Has a series of developmental charts followed by games and easily made 
equipment to facilitate development 

Let's Talk Roy McConkey, Penny Price 1986, Souvenir Press. 

An important book, giving i^r^actical details on teaching communication 
skills. Gives explanations and lots of activities. Originally written for 
parents (in an English speaking context) it is very useful for teachers. 

Living Skills For Mentally Handicapped People C.Peck and Chia Swee Hong 
Written by two occupational therapists, this is a practical manual on 
teaching daily living skills to people with mental handicap of all ages. 

ProMem Behaviour in People with Severe Learning Difficulties: A Practical 
Guide to a Constructional Approach Zarkowaki and Clements 1987 
I80pp Croom Helm 

A practical book on changing and preventing problem behaviour, with many 
examples. 

Working with Parents : Practical G ui de for Teachers and Therapists Roy 
McConkey 1986 320pp Croom Helm. 

An important book on ways of working with parents, to maximise their 
chikiren's progress. Includes useful sections on public speaking and 
organising courses. 
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Art Activitiea for the Handicapped S-Atack 1985 Souvenir Press. 

Drama for Hentaiiy Handicapped Children A.McClintock 1984 Souvenir Press. 

Handling the Young Cerebral Palsied Child at Home N. Finnie 1974 320pp 
Heinemann Medical. 

Has suggestions for dressing, bathing, feeding, speech as well as 
recommending positions for sitting, sleeping, carrying with many drawings. 
Although written with the young child in mind, most of the material 
applies to children of all ages. 

Down's Syndrome C.Cunningham New edn 1989 Souvenir Press 

Steps to Independence Practical Guidance on Te aching People with Mental 
an d Sensory Handicaps A.Best 1987 104pp BIMH. 

Very practical book on teaching children with y/sua/ impairment as well as 
mental handicap. Expects the reader to have read 'The Next Step on the 
Ladder' (above). 

Education of Deaf Children and Young People The Centre for Total 
Communication. Copenhagen 1987 84pp UNESCO Special Education 
Program. 

An informative book about deaf children, having a balanced approach 
between the conflicting theories in this field. 

The following two books are rather more technical in style. 

The Educa* tinn of Childre n with Severe Learning Difficulties (Eds.) J.Coupe 
and J.Porter 1986 416pp Croom Helm 

Discusses the theoretical basis of many aspects of special education, 
using academic vocabulary. 

Communication Before Speech J.Coupe and J.Goldbart 1988 129pp Croom 
Helm. 

A theoretical book on teaching communication skills to severely and 
profoundly handicapped children. 



For more information on treating children with physical disabilities the 
following two books are recommended: 
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Disabled Village Children D. Werner 1987 654pp Hesperian Foundation. 
This gives an enormous amount of information about different physical 
disunities and their treatment. In simple English and with many 
illustrations. Useful for teachers, physiotherapists, health workers. Low 
cost, superb value. 

Treatment of Cerebral Palsy and Motor Delay S. Levitt 1982 269pp 
Biack«velL 

Details methods of physiotherapy treatment for different types and 
degrees of cerebral palsy, with many illustrations. A reference book for 
physiotherapists. 



The following two books introduce the professional work of the Speech 
Therapist 

Speech Th erapy. Principles and Practice. Betty Byers Brown (1981) 
Churchill Livingstone. 

Speech Therapy: a Clinical Compan ion J.Warner, B.Brown, E.McCartney (eds) 
(1988) I68pp M.U.P. 



"Impact" Course Packages : workshop packages from M.U.P. containing course 
books, trainers manuals and videocassettes (one can buy the course manuals 
alone). They include: 

The Education of People with Profo u nd and Multiple Handicap J.Sebba 
1988. I60pp, M.U.P. 

Foundations of Co mmunication and L anguage C. Kiernan. B.Reid. J.(k)ldbart 
1987 ISOpp M.U.P. 

An Introduction to Counselling Skills for Sp ecial Educational Needs 
B.Mallon 1987 50pp M.U.P. 



Books on I ntegration : Western books on integration of children with 
learning difficulties into normal schools assume that the children are being 
integrated into schools where it is normal for individual children to work at 
their own pace of learning, at tasks appropriate to each individual's level 
of development. Children are included in classes where the pupils are 
working in small groups or individually according to their abilities. Practical 
information about including children with learning difficulties in such an 
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environment does not readily transfer to countries where the school system 
is more traditional, with children sitting at desks, spending their days 
watching and listening to the teacher and regularly taking exams. 

A Series of books on " Special N eed s in Ordinary Schools" Generai Editor 
P. Mit^!^, Cassell Educational Ltd., covers most aspects of integration. 

Meeting Special Needs in Ordinary Schools S. Hegarty 1987 224pp. 
This is a general, theoretical introduction to integration. 

The series includes books on each of the major disabilities, and books on 
teaching aspects of the curriculum in both primary and secondary schools. 



Publishers Catalogues 

Since new books are always appearing, and others going out of print, while 
prices rise, it is often worth asking publishers for their catalogue of 
disability, handicap, special education or special needs publications. Some 
British addresses are given below, covering the books listed above. 
Catalogues and reference books showing 'books in print^ may also be found 
in British Council libraries and those of other countries. Local bookshops 
should be able to help with publishing information for their own country. 

BIMH (British Institute of Mental Handicap) Publications, Foley Industrial 

Park, Stourport Rd, Kidderminster, Worcs. DY11 7QG, UK. 
Blackwell Scientific Publications, Osney Mead, Oxford 0X2 OEL, UK. 
Cassell Educational, Artillery House, Artillery Row, London SWIP 1RT, UK 
CUP (Cambridge University Press) The Edinburgh Building, Shaftesbury Rd, 

Cambridge CB2 2RU, UK. 
Churchill Livingstone* Robert Stevenson House, 1-3 Baxter's Place, Leith 

Walk. Edinburgh EHl 3AF, UK. 
Croom Helm (Routledge) 11 New Fetter Lane, London EC4P 4EE, UK. 
Heinemann Professional, Halley Court, Jordan Hill, Oxford 0X2 8EJ, UK. 
MUP (Manchester University Press), Oxford Road, HI 3 9PL, UK. 
NFER (^4ational Foundation for Educational Research>-Nel3on PubL Darville 

House, 2 Oxford Rd East, Windsor SL4 IDF, UK. 
Souvenir Press 43 Great Russell St, London WCIB 3PA, UK. (Pakistan rep: 

Shams Qureshi, 6 Krishna Mansions, Inverarity Rd, Karachi 3). 
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The index tries to give significant words and general themes - so a 
particular word listed below may not always appear on the page given, but 
something on that page will be of the same general theme. 

The following appear so often in the text that they are not indexed: 
mental handicap/retardation, teacher/ teaching, child/pupil, 
learn/learning/understanding. 

Key: F: Foreword. PI. P2: 1st and 2nd Prefaces, cf: 'see a/so'. 



abstract ideas, 31, 75, 109. 

abuse of child, 160-2, 183, 

acting out worries, 19, 143, 145. 

addition (arithmetic), lj09, 216-7. 

age group, 21, 35, 182, 187, 197-8, 249. 

alphabet, 84, 93, 96-7, 99. ' 

anxiety, (cf worry), 79-80, 139, 143, 145, 158-161, 171, 184, 186, 228. 
arithmetic, 101, 1 08- 11 . 168, 197, 216-7. 

art work, 123, 130-6 , 146, 148, 151, 173, 199, 224-5, 247, 250, 253. 
art work materials, 133-4. 

assessment, F, PI, 17, 37, 187, 195, 199-201. 

ataxic, 23O7I, 233, 244. 

athetoid, 230, 232-3, 235-8, 240, 243-4. 

attention, 2, 11, 14, 24-5, 36-7, 40, 45, 50, 52, 58, 61, 76, 79-81, 83. 

117, 120-1, 125, 153-6, 158-9, 163-4, 166-7, 169, 171, 180. 186. 191 

193, 200, 205-6, 214, 243-4, 247. 
auditory memory, 94-5. 
auditory perception, 2. 
autistic, 20, 142, 168, 171-4. 

balance, 228, 230, 233, 236. 
basic needs and services, 21. 
bed-wetting, 122. 

behaviour, 1, 6, 14-5, 18, 24-6, 34, 117, 127, 148, 153-5, 158, 162, 

164-7, 170-2, 177-8, 180, 194-5. 
behaviour problem, 13-4, 76-7, 137, 139, 151, 153-174 . 200. 
biting reflex, 239. 
Blissymbols, 75. 
body awareness, 139-142. 

body language, (cf non-audible), 33-4, 36-8, 40, 77-8. 191. 
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bored, boredom, (cf motivation>. 20. 32. 95-6. 128-9. 182. 
brain damage. 6. 8H0. 12. 171. 183. 228. 

cerebral palsy. P2. 33. 62. 84. 100. 118. 2 28-244 . 250. 253-4. 

chaining, 26. 28-_30, 115, 121-6. 

chair, special, 233-5, 240-1. 

charts, 20, 32, I87zl94, 198-201, 252. 

check-iist, F, 1, 15, 17, 20, 187-225, 252. 

chromosome, 10, 226-227 . 

classification, 105, 216. 

classroom, F, PI, 18, 25, 31, 93, 97, 112, 126, 130, 132-3, 136, 139, 

150- 2, 155, 163, 165, 167, 184, 186, 195, 197, 201, 247. 
cleft palate, 63. 

colour, 31, 46, 66-7, 86, 89, 104, 107, 112, 129, 130-1, 133-5, 146, 151, 

190-1, 208, 216, 219, 247, 250. 
communication, F, 1, 17, 22, 32-84 , 100, 129-130, 153, 156, 164, 167-9, 

171, 191-2, 206, 210-11, 230, 235, 242, 251-3. 
complete, completion, 25-9, 32, 91, 148. 165, 196, 219. 
concentration, 2, 32, 61, 83, 156-157, 165. 169. 

conversation, (cf talk), 31, 37, 40-1, 45, 47, 50, 52^-9, 65, 70, 74, 76, 

83. 96. 166. 192. 210. 242. 
cooking, 30, 84, 129-30 , 146-7, 166, 221, 248. 

coordination, 1, 17, 19, 79, 85, 90, 124, 130, 139, 142, 152, 168, 188, 

218, 228, 231, 237, 244. 
copying, (cf imitation). 2, 24, 41::2, 65, 78. 85, 87-9, 92, 94-5, 97, 117, 

126, 131, 142-3, 170, 190-1, 193, 205, 219-21. 
counting, 23, 101-11 , 129, 137, 191, 216-7. 
cousin marriage, 11, 13, 226-7. 
craft work, 148-9 , 182, 200, 222-5, 248. 
criterion of success, 32, 196-7. 
Cued Speech, 81.' 

curriculum, F, PI, P2, 84, 129, I98-:201, 255. 

daily living skills, (cf dressing. Feeding, mashing). 15, 17, 20, 1 14-129 , 167, 

181, 252. 
deafness, see hearing impairment. 
delay in development, b?. >0. '2, 20, 35, 60. 

developmental sequence, 15-7, 31, 74, 101, 187-194, 199, 231, 251. 
difference between objects, 18, 43-4, 206. 
diplegia, 228-229. 

discouraged, (cf bored), 26, 55, 67, 81, 95-6, 132, 159, 244. 
division (arithmetic), 109-in, 116, 217. 

dolls, (cf puppets), 19, 48, 50, 54-6, 60, 65-7, 72. 121-3. 126, 169, 172, 

188, 207, 246-8. 
Down's Syndrome, 10, 97, 145, 173, 176-7, 183, 226, 253. 
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drama, dramatic play, 56, 127, 143-6 . 148, 151, 199, 253. 

draw, drawing, 75. 85-6. 88-91. 98. 130-5 . 139, 146. 172-3. 190-1. 197. 

234. 216. 218-220. 

dressing. 17. 20. 114, 123-6 . 143. 145. 181. 184. 194. 213-4. 240-1. 247, 
251. 253. 

eating, see feeding. 

emergency, (cf safety). 13. 114. 126. 128-9, 145, 215. 

emotional problems, 4^5. 76-7, 80, 121, 130, 139. 142, 152. 153- 174. 

179-180. 186. 200. 
employment, see vocational. 

encourage, (cf praisid. 20. 31. 35. 38-9. 44. 49. 52. 55-8. 60. 63. 68. 77. 

80. 83. 95. 106. 123-5. 128. 130-1. 134. 136. 145-6. 157. 159-60. 169. 

171. 174-6. 179-82. 184. 186, 195. 200. 229. 239. 242. 244. 245. 
epilepsy. 13-4. 169-170. 228. 
equipment. 20, 31. 101. 105-6. 245-50 . 252. 
eye-contact. 28, 38. 40. 78. 168-9. 171. 
eye-sight teat. 3. 22. 67. 85. 

family, (cf mother, parents. home>. F. 5-6. 8, 10. 12-3. 18. 20-1. 35. 38 
40. 48-9. 77-8. 80. 82-3. 99. 122. 130. 132. 144. 149-50, 154. 158-67, 
171. 174. 175-186. 195. 215. 226. 231. 

feeding. 17. 114-18. 130. 193. 207, 212-3, 231. 237-40 . 251. 

•feel, (cf toucH>. 18-9. 43-4. 57. 68. 78. 88-9. 95. 135. 146-7. 172. 231. 
244. 

feminine hygiene. 122. 213. 

figures, (cf numbers). 8b. 96-7. 101. 108. 110, 217. 
fits, see epilepsy. 
flaccid. 230-1. 
fractions (.arithmetic). 112, 217. 

games, (cf play, sport). 18-9. 39. 47. 50. 61-2. 66-9. 72. 81. 90. 95. 143 

169. 205. 248. 250, 252. 
gardening. 54. 150. 152. 165, 223. 248. 
gene, genetic. 8. 10-11. 183. 226-7. 

generalisation. 31-2 . 45-7. 50. 65-6. 83. 101. 125-6. 135. 148. 
general knowledge ('science'). 146-8. 

gestures, (cf signs) 26. 33-7." 41-2. 63. 73. 81. 88. 137. 172, 191. 206-7, 

235. 242. 

group activities. 18-9. 42. 47. 50. 60. 67-9. 129. 134. 136. 141-2 
guilt, blame. 8. 12. 178. 184. 186. 

hare lip. 63. 

head-banging. 155. 

hearing aid. 77- 8. 168. 230. 
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hearing jmpairment, 1, 3, 8, 10, 22, 33-5, 40, 61, 73, 76-8 , 80, 83, 168, 

176, 228, 230, 233, 243, 253. 
hearing test, 3» 61. 76-7 , 80, 85. 
hemiplegia, 228-9, 235, 244. 
heredity, (cf gen^, 10-11, 226-7 . 

holding, 18, 27, 116, 139-42, 160, 171, 173, 188, 193. 

home, (cf mother, family, parents>, 4-5, 21, 30-31, 49, 80, 82, 99, 114, 

119, 121, 123, 128-30. 132, 149, 160-61, 163-4, 166-7, 170-171, 174-6, 

181-2, 184, 186, 222, 231, 246, 253. 
hyperactive, 2, 61, 137, 142, 152, 156-7 , 165-<S, 170, 176. 



ignoring unwanted behaviour, 51, 154-5 , 163, 166-7, 174. 
imaginative activity, (cf pretend, story-making^ 19, 56, 143, 145, 194, 207, 
245, 250. 

imitation, (cf copying 10, 18, 33, 35, 38-9, 41-2 . 45, 47-8, 61-3, 66, 70, 

76, 80-81, 83, 94, 118, 137, 142, 158, 205, 209, 219. 
independence, PI, 15, 20, 22, 84, 114, 123, 126, 194, 235, 237, 241. 
individuill program, 4, 22-3, 48, 84, 100, 114, 126, 136, 138, 151-2, 157, 

160. 173. 176, 195-7, 199, 254. 
integrated education, F, P2, 21, 84, 96, 1 1 1, 1 13, 199, 254-5. 
intelligence, 6, 21, 40. 81. 97. 108, 150, 156, 171, 197-8, 228-30, 243. 
l.Q. testing, 197-8 . 

lack of stimulation, 8, 11. 

language, (cf speech, talk). F, PI, P2, 1, 7, 10, 17-8, 26, 31-5, 42, 44, 
48, 52, 55, 60-62, 65, 70-71, 74, 79-85, 95-7, 102, 112, 129. 143, 148, 
166, 170, 172, 174, 176. 195, 197, 207-8, 210-12, 235, 242, 254. 

learning difficulties. F, PI, 1, 7, 178. 

learning tables iarithmetic>, 110-11. 

left-handed, 91, 190, 219. 

letters, (cf afphabet, scripD. 92-3, 95, 97, 99, 100. 
level of ability/degree of disability, PI. 
lip read, 77. 

listening, 43, 58, 61-2. 74, 76, 80-81, 83, 94, 96, 147, 149, 191, 205. 
Look-and~Say, 97-100. 

maladjusted, 153-174, 198. 
marriage, PI, 183. 

matching, 32, 57, 61, 67-8, 85-6, 89, 97, 100, 103, 190-9l, 216, 218-9. 

measuring, 19, IJ.hg, 152, 217, 248. 

medical examination, (cf eye, hearing test) 3, 162. 

memory, 2, 16, 43, 45, 47, 79, 81, 85, 94-6, 98-9, 101, 111, 137, 146, 

172, 197, 212, 215, 220. 
mental age, 197. 

mental handicap: causes, 8-12, 178. 
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mental handicap: words used for, PI. 1. 7. 178. 
mental illness, 6-7. 

mental picture, 43-4 , 45-7. 50, 65-70, 74, 78, 80, 82-3, 102. 
mid-line, 91, 188, 

modelling, 24, 26, 38, 66, 115, 117, 119, 120, 122, 125. 
money, 97, _M2, 148, 217. 
mongolism, see Down's Syndrome. 
monoplegia, 228-9. 
htontessori, 105. 

mother, <cf parents, home, family) 4, 8, 10, 36-7, 40-41. 45, 80. 122-3, 
143-4, 148, 154, 159, 170, 173, 178, 180-81, 184, 186, 191. 

motivation, <cf remard^. 24-5 , 35, 37-8, 41, 52, 55, 57-8. 60. 74. 83. 96, 
114-8, 120, 125, 129-30, 132, 138, 148, 153-5, 172. 

mouth, mouth exercises. 60-3 . 118, 228, 238-40, 242. 

movement program, <cf physical activity^, 139-40 . 143. 

multiple handicap, (cf profound handlcafd, 21-2, 167, 199. 

multiplication (.arithmetic), 109-1 1 , 217. 

music. <cf singing, 24, 39, 94-5, 136^-8 . 160, 170, 172-3. 199, 220, 248. 
non-accidental injuries, 162. 

non-audible signs, <cf body ianguagt^>. 34, 40-1. 77-8. 191, 251. 
normal child development, 187-194 . 

normal skills. 1, 5-6, 15, 17. 20, 33, 84, 97, 101. 112. 117, 121, 139, 
143, 145-6, 148-9, 164, 166, 181, 187-94 . 195. 198. 199-225 . 231. 
numbers, 85, 95-7, 101-13 . 129-30, 137. 216-7, 221. 

object permanence, 43, 102, 104, 206. 
one to one, 102-3. 216. 

order, ordering, (cf 3equence> 16, 105, 107, 111, 208, 216, 219. 
outings, 54, 59, 68, 126-7, 135, 143-4, 146. KS, 151. 167, 181-2, 215. 
over-protective, 5, 11, 178, 184 . 

painting, (cf drawing. 130, 133-5, 190, 225, 230, 247. 

Pakistan, F, PI, P2, 11. 21. 45. 84-5, 99, 131. 178, 182. 187. 250. 255. 

paraplegia, 229. 

parents, (cf mother, famiiy, *Some), F, 1, 7-12, 18, 33, 35, 39, 45, 48-9, 
74, 77-8, 84, 114-5, 119, i20-22, 127-9, 132, 143. 145. 149. 154, 160, 
164, 168, 170, 175-84. 186. 195, 226-7, 246. 252-3. 

parents meetings, 127. 179 , 182. 

pattern, 77, 85, 88, 90, 92, 130-31. 134. 192. 218-9. 
peg board, 88, 92. 110-11, 217, 219. 

perception, 2. 85. 96-7, 112, 129, 131, 159, 172, 174, 189-190. 197. 

218-21, 243-4. 
perceptual problems, 2. 
Phonic method, 99-100. 
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physical activities, (cf movement program), 19, 40, 68, 123, 136-7, 139, 

142-3 . 150-1, 173, 229, 231. 
physical contact (cf holdingf, 23, 36-7, 40, 140-2 , 193. 

physical disabilities, 1, 11, 22, 40, 74-6, 99-100, 118, 122, 126, 176, 198, 

228-44, 250, 253-4. 
physiothierapy, 22, 228-32, 235, 254. 
, Piagct, 108. 

picture cards, 32, 34, 50, 57-8, 62 , 66, 68-9, 74-5, 81, 86-9, 92, 95, 

97-8, 103, 107-8, 216, 242, 248. 
picture language, 73, 75. 
place, space, 68-9, 142, 211. 228. 

play, (cf gamea>, 18-20 . 37-9, 44, 47, 50, 52. 61, 66-7, 72, 86, 104, 106, 
120, 123, 126, 143-4. 152, 155, 159, 164, 169-72, 180, 192, 194, 196, 
200, 206-7, 214-5, 244, 251. 

playground, 34, 139, 144, 152, 155, 165, 246, 249. 

praise, (cf encourage, remard), 24-5 . 42, 46, 55, 68, 81, 96, 120, 130, 
132, 154, 159-60, 164-5, 167, 170, 172, 180-1, 186, 242. 

pretending (cf imaginative, 19, 143-5, 193, 207. 

prevention, 12-3, 129. 

problem behaviour (cf behaviour probleni), 4, 34, 1 53-74 . 182, 184, 252. 

profound handicap (cf multiple handicap^, 34, 40, 251, 254. 

progress, progress report, 15-20, 195-6 . 199. 

prompt, prompting, 26-30 . 32, 42, 58, 63, 115, 117, 123-6, 196. 

pronunciation, 22, 52, 60, 62, 79, 83, 192. 

punishment, 12, 120, 150, 155, 157, 158, 162, 164-5, 178. 

puppets (cf doll^. 50, 55-6 . 72, 122, 127. 

quadriplegia, 228-9. 

reading, 34, 72, 74-5, 81, 84-100 . 101, 109, 112, 129, 131, 168, 216, 

218-21, 243. 
recall, (cf memory) 45, 47, 137. 

recognition, 1, 45, 47, 49, 66, 77, 85, 91-2, 97, 99-101, 112, 117, 147, 

190, 212, 214, 218-21, 223, 243, 246. 
records, 59, 119, 129, 156-7, 160, 162-3, 174, 195-200 . 
reinforcing, 52, 120, 156, 163-4. 

relationship, 5, 13, 18, 23-4 . 37, 40-41, 52, 55, 78, 80, 128, 139-43, 150, 

153, 159-60, 163-4, 167-74, 176, 180, 185, 191, 193-4, 205, 214-5. 
religious education, 149-50, 200. 

representation, 19, 44, 75, 81, 93, 97, 99, 108-9, 130-31, 135, 207. 
representational art, 131, 135.- 

reward (cf praise, motivation). 24-9, 42, 55, 61, 114-6, 118, 120, 153-60, 

163-5, 167, 172. 174, 180-81, 242-3. 
rhythm, 33, 60, 65, 80, 94. 136-7, 170, 220, 248. 
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right level, 17, 19-20, 31-2, 35, 70, 83, 96, 110, 155, 196, 230, 245, 254. 
role play, 1 15, 127, 144, 208. 

safety, <cf emergency). 13, 30, 126-30, 145, 147, 152, 154, 163, 180, 

215, 221-2, 225, 245-7, 249. 
school, F, PI, P2, 1, 3-5, 13, 20-1, 23-4, 34, 49, 56, 59, 80-2, 84, 96, 

99, 101-2, 111, 113-4, 118-9, 121, 126-9, 131-2, 143, 149-50, 159, 

161-70, 173, 175, 177-81, 183-86, 195, 198, 199, 229-31, 245, 250-1, 

254-5. 

script (cf alphabet), 84, 91, 95, 98. 
self-expression, 130, 199. 

sentences. 16, 33, 47, 52, 59, 63-5 . /O, 72, 74-5, 79-80, 96. 98. 100, 
169. 192, 212. 

sequence, sequencing, (cf order). 28, 62, 74, 81. 85, 92, 95-6, 219. 
sexual abuse. 162. 183. 

shape, (cf size). 2, 19, 32, 46, 57, 78, 85-9, 91, 95, 97, 100, J04, 131, 

134-5, 152, 190, 204, 216. 218-20, 243, 24<S. 248, 250. 
shaping, 26-8 , 1 15. 

shopping. 31, 84, 112, 114, 126, 146, 148, 182, 215. 

shy, (cf mithdrami). 5, 47. 49, 55, 80, 136-7, 160, 184, 193, 200, 214. 
signs, sign language, 22, 33-4, 63, 73-4 , 77, 79-81, 83, 97, 119, 137, 
168, 170. 

singing, (cf songs, music) 80, 120, 136-8 , 166, 192, 242. 

size, (cf shap^. 19, 31, 46, 66, 68, 78, 104-5 . 107, 111-2, 129-30, 152, 

208, 216, 247-8, 250. 
skills, 1-2, 15-20, 22, 26-8, 30-2, 34-5, 41-3, 60-2, 71, 74, 79-80, 84-6, 

92, 96, 101, 111-2, 114-5, 123, 125, 128-9, 142, 173, 176, 178, 181, 

197-201, 245, 249-50. 
social acceptance. 5-7, 13, 15. 20-1, 33, 149, 153. 164. 166. 168. 171. 

175. 178. 180. 182. 
social skills. !8-9, 21. 38, 71, 84, 114-5, 117, 127, 145, 194-5, 200, 205, 

212, 214-5. 

songs, (cf singing, music). 70-1, 95, 108, 118, 1 37-8 , 206. 

sorting, 67-68, 103-5 . 208, 216, 219. 

sound discrimination, 2. 62-3, 85, 93-4 . 

sound frequencies, 76-8, 230. 

sound perception, 2, 33, 85, 89, 220. 

sounds, 2. 16. 33-4. 36-8. 41-2, 45, 47, 60-63, 76-8, 80-1, 93-4, 99, 

147, 172, 191-2, 205-6, 212, 220, 230, 242-3. 
space and place, 68^?, 142. 211, 228. 
spastic, 34-5, 228-33 . 235-6, 240, 242-4. 
specific learning difficulty. 2-3. 

speech, (cf taUd. 1. 10. 33-5. 42, 52, 60-61 . 63, 73-4, 77-81. 84, 101, 

136, 164, 169, 172, 178, 192, 229-31. 233. 235, 242, 252-4. 
speech organs, (cf mouttd, 63, 73. 
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